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Extending the Challenge: .

Working Toward_é'COmmon Body.of Practice for Teachers

‘ . - ¢
\ . ' . ¢

Concerqed educators have é]wéys wrestled with issues of exceTlence and
professional‘deve]opment. "It is argued, in the paper "A Common Body of
Praktice for Teachers: The Cha]]enge of Public Law 94- 142 to Teacher Educa-
;ion,"* that the Education for All Hand1capped Ch11dren3Act of 1975 provides
the necessary impetus for“a concerted reexamination of tegcher education:
Furtﬁer, it 1§.argued that this réexamination'shogld enhance the process of\ ‘
establishing & body of knowledge common to the members of the teaching prio-
fession. The paper continued, then, by,outlining clustégs of dapébi]ities
"that may be 1nc1udea in the common body of knowledge. These clusters of

—-

capabilities provide the basis for the following materials. .
._The materials are oriented toward assessment and deve]épment. First,.
the various components, rating scales, self-assessments, set§ of objectives,
and respective rationale and,know]edge)bases are designed to enép]e teacher -
educators to assess current practice re]aijve to the knowledge, ski]]s, and
commitments outlined in the aforementioned paper. Thé assessment"is.ion-
ducted not necessarily to determine the worthiness of a program or practice,

«  but rather to reexamine current practice in order to articulate ééseﬁtial‘
common elements of teacher education. In effect then, the "challenge" paper.
and the ensuing MAterialé incite further discussion regardiﬁg a common body
lof practice for teachers.

Second and closely aligned to assessment is the developmental penspéc- Yo

tive offered by these materials. The assessment process allows the user to

*Pubiished by the American Association of Colleges for Teacher Educat1on, .

Washington, D¢, 1980 ($5.50).
: »
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T 1mportant d1mens1on, the "challenge" paper and these mater1a1s focus d1scus-

<ji- | v e T

° . . e s . ‘a

- yiew current practice on a developmental continuum. Therefore, desired or

more appropriate practice is readi]y'identifiable On another,sperhaps more

sion on preserV1c= teacher education. In mak1ng decisions regard1ng a common
body of prs;t1ce it is essential that spec*f1c knouledge, sk 1, and commit- .
ment be acquired at the Breservice level. It is also essent1aTN?hat‘other ‘
additional specific,know1edge} skill, and cemmitmeﬁt be acquireu as a teécher '

-

is inducted into the profession and matures with years of exﬁerience. -Differ-’

'entiating'among these levels of professional deve1opment is- paramclunt.: These %1

materials can be used inoforumé in wh1ch focused d1scuss1on will exp11cate

’

better the necessary. elements of* preservice: teacher educat1on This exp11ca-

s -1

tion will then allow more productive discourse on the'necessary capabi]ities

of beginning teachers and thd necessary dapabi]ities~of'experienced teachers. ’

In brief, this work is an effort to cap1ta11ze on the creat1ve ferment
of the teach1ng profession in str1V1ng toward excellen® e and profess1bna1

development. The work is to be viewed as evolutionary and formative. Con-

* '

e i e i i b e ——

tributions from obr colleagues are heartily weicomed,
. * . * . /
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This paper presenhts one module in a series of resource materials
which are designed for use by teacher educators. The genesié of these
materials is in the ten "clusters of cababi]itief." outlined in the

paper, "A éommon»Boay of Practice for Teachers: iThe‘Cha11engé of

. Public Law 94-142 .to Teacher Education," which form the proposed core .

of professicnal knoyledge needed by professional féachers whe will"

_practice in the world of tomorrow. The resource materials are to be-

' ’ .
used by teacher educators tu reexamine and enhance their current prac-

“tice in preparing classroom teacheis to work competently\§nd comforgfi

-

ably with children who have a wide range of individual needs. Each

-

module prov%des further elaboration of a sﬁécified “c]usteé of capa-

bilities" - in this case, teacher relations with minority studen;&_qnq_

}
their families.

. L
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+ Within this module are the following components:
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Set of ObJect1ves - The objectives focus on the-teacher educator
rather than as"a student (preserv1ce teacher). They 1dent1fy
what can be expected'as a resu]t of working through the o0

| materiqls. The obJect1ves which app1y to teachers are a]so

. ; ‘ 1dent1f1ed e%Tqrhey are statements about sk111s, know]edge, and

| "att1tudes wh1ch shou1d be ‘bart of the “common body of pract1ce
of akl teachers. - v ) .
Rating Sca]eJ-.Sca1e is- included by-which'a ;eacher educator

~cou1d, in a cursory way, assess the degree to.which the

¢
e

I in the ex1st1ng teacher-training program -The rating scale
a]so prov1des a cataf&st for further thinking in eacﬁlarea.
"Self-Assessment -‘Spec1frc test items were deyeloped to determine
a user's working kan]edge qf the-hajor concepts and principles
. in each subtopic. The se]f;assessment may be used as a.pre-
assessment to determine whether one would find it worthwhile to
go'through the module or as a se]f\check, after the materials
have been worked througH. The sle-assessment items also can
serve as examples of mesgery test questipns for st:dents.
Rationale and Knowledge Base - The Sody of theihodq]e summarizes
' the knowledge base and empirical support for the selected

. topics on psychological education. The more salient concepts -

and sffrategies are reviewed. This section includes:

knowledge and pract1ces identified in. th.s modu1e are preva]ent

w !



Stereotypes ‘and Expectataons. coe e . e e

Cu1tura1 D1vers1ty and Ethnic Stereotyp1ng c e : C e e

-
L}

Bas1c Concepts. e e e

‘--
.
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»

Chardcter{Stics of Minority Children and their Families: . .

Fami]y Charqcteristics e et e e et e e .

Cogn1t1ve Sty1e and Sense Moda11ty Preferences. . . . . .

M°t1vat1°n . . . L] 0‘ " e L] . . L] L] o e L] L] . :’n . . L] L] L]

.
%

s Sumary : . . w . . LI ] . [} 0‘ . “ . .0‘ 3 0 . . . . 3 . 3 .

- Teacher Expectations .and Student Performance . e e e e

Teacher Expectetions and Cu]tura]]yuDiffereﬁt Children. .

€ ]

Learned Helplessness. ... . . . o o v v v v v v v ute

G#ércoming Heip]eésness e e e e e et e e e e e " e e
SUMMAYY + v v v v v v o o o 0 .‘; e e e e e e e e
Activities for Teacher Education e e e e ... C e e :
Concept: D1screp4nc1es 1n.Bole Expeetatjons Ce e e e

Concept: Sociocu1tura1 Nariations: in Motivation . . . . . .

‘Concepts Family Character1st1cs Learned help®-

]GSSHESS and A]]enat'lono e 0 sV e e o e T4 4 8 v e 8 8 e

.

Concepts: Attent1on Task Persistence, Learned
_ He]p]essness e e e e e e e e e e e e e e e e .

@
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Resources - Following the list of references is a partial biblio- A

graph§ of impdrtant books and articles, activities, organiza-

. -

.« tions, and tapes related to the topic..

. Appendix A - Rey to Self-Assessment -
Appendix B --Responses to Exercises

n

Articles¢- Thyee brief articles adﬁbmpanyfthe aforementioned compo-

nents. The artitles support and expand on the knowledge base.

1
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Objectives © S s

.
'-!- )

Upon coqplet1on of th1s module you W1ll .be better able

1

To recognize or apply the follow1ng concepts, as ev1denced by responses

. to multiple choice items, or by appropriate use of the concepts in wr1tten

A

4.

»responses and“group d1scuss1on “

matriarchial family - AR
patriarchial family )
cognitive style

field dependence

a. culture

~b. socjiety

c. social status
d.

e

e -

-*social role

ascribed and assigned ‘1. field independence
status/role - ms stereotype
f. nuclear family n. Tlocus of“control :
g. extended fam1ly 0.’ learned hedplessness )

To use information conoern1ng the~s001ocultural charactevristics of
children and families adg the basis for alterna$1ve possible explanations
of problems of learn1ng'and adaustment.

To descr1be inconsistencies in soc1al\sc1ence descriptions of ‘the cultures
of '‘minority groups, and.to identify the.influence of uncritical acceptance
of these descr1pt1ons on the formation of group stereotypes.

*To test assumptions concerning the cultural character1st1cs of minority .
ch1ldnen through d%:cuss1pn with parents and other community members.

To describe the re t1onsh1p between teacher expectant1es and differential °
student-teacher interaction patterns\/
l B 2
To descrlbe cultural, motivational, dnd cognitive character1st1cs .
attributed to minority groups, and to identify.the limitations of social
science generalizations about these character1st1cs e

e

»

. .Jo describe the relationship between locus of control and learned

helplessness.

»

. To identify 1nstruct1onal c1rcumstances that are likely to lead to

*Tearned helplessness ‘;

. ‘TQ¢JlSt and describe procedures which the research l1terature suggests may

‘be ef?ect1ve in the alleviation of learned helplessness .
[ /
I n, _ . .



Reasonap]e ObJect1ves for Teacher Educat1on

] . e
. » »
’ * S ¢ d b <)

Upon comp]et1on of a teacher educat1on program, teachers shouud R

- . 1. Be familiar with major, soc1olog1ca1 and psycho1og1ca1 research and

L 4

- ' . concepts re]ating ethn1c,.cu1tura1 and soc1a1 status w1th academxc- -

. dcfiievement and social behav1or. e '.? |
\= X
2. Be aware of the re]at1onsh1p between teacher expectanc1es and student

ach1evement and sen51t1ve ta persona] blases regard1ng m1nor1ty

-

o - students .and the1r fam1ﬂ1es, . M
R .. 3. Be know]edgeab]e and critical consumers of social sc1ence research

o~ ,°’ regard1ng ethn1c, cu]turaf and soc1a1 statqs, w1th,part1cu1ar sens*i ':
. ', t1v1ty to potent1a1 stereotyplcaa effects of such research

j ﬁl_ Be - sk111fu4/1n re501V1ng d1fferences in role expectat1ons.of “teachers

v

I and parents, and in reach1ng a consen5us concerning shared goals.
. . ,\ ¢ @ . 00 . . . \J\
’ . - ! : J
o . ' )
¢ }\,.txu:’d_ ? . * 4 R
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; Rating Scale for;thé Teacher Preparation Program

h 1

- l

. ' = S ¢ )
Check ‘the statA\nt that best descmbes the’ content of your"feacher
[}

education rélated to work1ng W1th m1nor1ty students and the1t families

e

B whad
, L)
- '

] ¢

1. Students are.provided no‘tralini"né pr experience in wor/dn'g wi.th’ o

students of ethnic or,cultUral backgrounds other than/their own.

- 2. Students are prov1ded a cursony educat1on on how angd why some

types of soc1a1 and academ1c d1fferehces among stud ts may be

related to etﬁnxc on|n1nor1ty‘group membersh1p //

{

t ? s / ‘
’

1

3. Students are given a thorough education in how/and wh?’social and

4. Students are knowledgeable of how and why ethnic - 9r m1nor1ty group

..
L4

academ1c d1fferencesfamong students\may be related to ethnic or
m1nor1ty group membership, but are also sensit1zed to thg problems

inherent in stereotypical d1st1nct1ons

~» Py

i)

W

2]

membersh1p may "be’ related to d1ffer1ng pa terns of academ1c and

soc1a1 behav1or, and huw ethnic and m1nor1ty group membersh1p may
be an important vaw1abze to cons1der in pﬂann1ng instruction, but

' ~
are critical consumers 3? genera]izat1ons about.a]] people. .

Y /
‘o lo . . ¢
} . R

-’

5. Students axe knowledgeable and pract1ced in work1ng~w1th students

W1th d;verse ethnic and rac1a1 backgrounds and the1r parents; they
are,1nformed about the 1nf1uences of cu]ture and subcultﬁre on-

students, but equa]]y\sens1t1ve to Eow th1s "1nforma¢1on" can

create~unfounded expectat1ons for students.

o LI .‘ .- . v

[ 2z

\
»
6
&
L ]
-
L)
L J o
t
/7
’D
E)
é
o
[ 4
-
‘\A .
.
(4
A
~2



, Self Assessment . -
’ ' o e . .o - %
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Y

“The following 1tems are provided to enable you to test- your ex1st1ng

knowledge, of information and/concepts Answers apg provided in Appendxx A-- .

Key to Self- Assessment ‘ _ o
. . . ' - 'f‘ . ' . 7’ ’
1. The term, culture yefers to o % o1
. . % al 11terature, the fine art? and othér h-gher fonms of human - .
- creatjvity and express1on. . -
- " M
y b,, &ll of the beliefs and behavjorsy 1nc1ud1ng the products of .
.. _ .~ behaviors, that members of a group Iearn and pass on from.
generat1on to generat1on. - . .
o N s 'c.. the imstitutions, guch. as law and re11gion through which :
* T L .the 1nterpersona1 relationships, of members of a society are
organ1zeq; T .
i 4. the untgue1ynhu an gapab111t1es that are un1versa11y shared
. : ampng homo sapi KA
2. Amonﬁ Amer1can sOC1a1 sC1ent1sts the term society. refers to.
i
‘a. &he aggregat1on of peﬁp}e who sharé a common set of 1nst1tut1ons. '
S , -
- -b. the customqu behaw1ors and 1nst1tut1ons shared by a specifiable’
' /)populat1on .
T . o \
. £, patterns of conduct’ Which gdvern 1nterpersona1 re1at1onsh1ps in .
2 . a humari population.™ . , , , - ¥
: . + d. ‘the segment of oeople in a community, who control the major \
' portion of power and resources. : S
-« s ] . v, ~\’-'V
s . . %
. * 3. An ascribed status is ‘
. da. an earned pgs1t1on w1th1n a social system 5 . -
b. the behavior one is expeeted to dlsp1ay by virtue of atta1ned
3 o p051tion , . F
& S Y ' ;e ' '
c. a pos1t1en ass1gned w1th1n a social bystem on:the bas1s of ¢
. nonmodi fiable’ attributes.. . . . ,
d. the benaV1or one is expected to d1sp1ay by v1rtue of ass1gned 1
respohsibilities w?th1n’a soc1a1 system ,
_#/// _ . ; .
. - g = 'S .
. ‘ 12




4. From a sacial system perspective, mental retardation and emotional
-~ disturbanie are considered as

3 !

" a. .achieved social statuses. . <;‘d | S
b. ascribed social. statuses: : Al
o U

c. achieved social -roles.: .

' -dy acquired social roles.

5. Which.of the following .terms does not fit with the other three?

R a. "locus of control
b: experifiental control . L (.
c. . internal control . » . .
. F4 !
[ 4 l ’

K d. external control
‘ 6. Evaluate the assumption that the singie pa§ent, matriarchical family
that is predominant among Amer1§an blacKs is historically derived from

conditions of s]avery, in which ‘family groups weye broken up. and
ch11dren were redred 1n mother—headed household.

7. Describe.the typical family form among Mexican- Amer1cans and contrast
this structure with the modal Anglo-American family.

\t %

8. ‘Ghitdren in some cultural groups are socialized to be more influenced
by affiliatior motives tQpn by achievement motives.  Describe the edu-
cational implications of such socialization.

9. How does the theme of fatalism in Latin American cu]tures influence the
perfornance of schoo1 children from these groups?

10. Describe how th= ‘uthorgtar1dn, patriarchial structure of Mexican;
American familius influences the academic motivation of their ch11dren.

11. UDifferentiation theory suggests that socialization practices influence
the development of the field dependence/field independence dimension of
cognitive style. " How do Anglo-Amerijcan and Mexican-American children
differ on this di ension, and what instructional adjustments have been
recommended to provide for these differences?

13
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. | T |
’lgﬁ Develop a brief scenario to depict how the reciprocal relationship .
Yo among a minority student‘s behavior and capabilities and the environ-

mental conditions in g classroom (including teacher behavier and
- tasks) might lead to a pattern of learned helplessness.

13, Describe the relationship between teacher expectancies and teacher-
student interactions, and indicate how these patterns"affect minority
children. - : ) . "

¥ \ - '
. . S ‘o
14 xplain how the progressive increase in variability of school achieve- °
ment of minority children may be accounted for. Use the concepts of
precurscr skills and discontinuities in behavjoral norms in your re-
sponse. - ‘. -

% . .. . ) ’

»
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Teacher Relations with Minoriﬁy Students

_ and their Families

‘ 1Y)
“

+ Eyents since the mfdr19605 have served to emphasize the pluralistic

nature of Amer1can society, and to stress the need for educators to take
the social and cu1tura1 character1st1cs of ch11dren 1nto cons1derat1on as “
. f

'they,p!gn and carry out-instructional programs. The recogn1t1on of this

need has persisted into the 1980s, albeit with diminished fervor, in spite
of the many false startﬁ,‘undgpfunded programs, faulty asshmptions, and
unfd]fj]]ed promises of the era of the great society, and in the face of

T

new national priorities that appear to have iess room for "the other -

.Americans." Although funding has been cut for programé such as bilingual

education, there is widespread acceptance among educators of a need to
devise curkicu]a, instrﬁttional methods, and pupil services in wayé that .
wii] bring educational experiences into harmony with the cu1tura}.exper1--
ences of children from diverse backgrounds. | |
However, this goal is deceptively simple. Even the easy part, that
which requires that the curriculum reflect géggggg.fami1iar to students
from non middle-class, non-Anglo backgrounds,.is rarely accomplished at
a level beyond the introduction of holidays and national foods. The pafi
that implies that educatﬁonal-processes should be governed by considerations
fhat take cultural background into account has been even slcwer to develop.
The difficulty arises from the fact that little is known about the inter-
relationships between culturally determined student characteristics and in-
structional prqfesses. In fact, there is considerable controversy concern-

ing just what characteristics constitute the cultures of the various minority

-7 o
1

-
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groups servéd by the schools in(the United States. Thus, a number of . “as

perplexing questions and issues dot the boundaries between ethnic cultores.
and American schoo]s.

It would be useful for teachers to have access to complete ethnographic
descriptions of the populhtions with which they work in order to sensitize
them to possible cu1tura1 explanations for the behaviors and learning prob- °
lems they encounter. Such a-set of descriptions is well beyond the scope .

. of this set.of materiels. In many cases accurate descriptions are not occess-
-ible from any single scuice. The alternative of listing ch;racteristics out
of context:would be counterproductive. We have already witnessed the out-
comes of that approach. During tne 1960s anthropologists and sociologists

. were called upon to provide descriptions that would help teachers to under-
stand their charges. ' The characterizations teachers learned were often .
even more stereotyped than the conceptions they previously held. For_exam-
ple, they were taught that Mexican-Americans have difficulty making it in

an Anglo world beceuse they operated with a present-time orientation
(Kluckhohn & Strodbeck, 1961), or that people of meager means in a wide

| variety of locations suffer from the effects of being socialized in a "cul-
ture of poverty," (LGWISg 1961, 1966). The culture of poverty was purported
to interfere with achievenent strivings because people from such backgrounds
were motivated to seek immediate gratification of their needs, rather than
deferring their needs for more significant returns at a future point in

time as, it was assumed, middle class people do. This is not to say that
the ethnic minorities in the schocls do not have distinctive subcultures,
but rather that glib assumptions about cultural characteristics.may lead to

le

damaging stereotyping.



The approc‘ch taken in this module is to eip]ore how stereotyped
conceptwns of mmomty children and ¢heir fam111es may influence the
ekpectations of educators. We then examme how these expectatwns '
interact with children's approaohes to acade?mc tasks in ways that may
« produce student perceptwns and behaviors which are either adaptwe or
ma]adaptwe 19 1n$truct10na'i and a§sessment settings. -Child behahors
wh1ch seem to v1o]ate the nonns for classroom culture are partwu]arly
relevant to the identification of dlscorltmmtle_s between home and
classroom cultures. | '

\v .
¢
T8 . \
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Cultural Diversity and Ethnic Stereotyping : e
. ~ \

§fereotypes;and Expectations

Basic Concepts

’

/

» .
. )
. . . .
AIPY
s

Exercise 1

Compare your responses to the items above with responses of mem-

Before you read this sect1on,j§1st the items educators-mest often
use to describe the rharacterigtics of children from two minority
groups with which you are familiar. Identify the similarities and
differences in characteristics enumerated in the two 1isfs. How
do these characteristics differ from a 1ist that would describe
majority groups' children? Which characteristics in each 1ist
cluster together in a meaningful pattern that could be Jjustified
as aspects of an ethnic culture?

bers and non-members of the groups you have identified. How do
you account for similarities and differences in your conclusions?

—

.

A common understanding of fundamental sociocultural concepts is essen-

tial to a shared understanding of the ideas and information explored in this

module.

Therefore, a br1ef reV1ew of sociocultural concepts is in order be-.

fore we turn to an examination of ways in which ethnic stereotypes may,hn-

fluence, teacher behaviors and student responses.

Often the term "culture" is used glibly to characterize and explain

behavior, but the concept is extremely abstract. Those who have attempted

to operationalize it for purposes of crosscultural psychological research

(e.g., Holtzman, Diaz-Guerrero, & Swartz, 1975) have found what a challenging:

task that is. Numerous definitions have been;offered for tﬁg'concept of

culture (Kroeber & Kluckhohn, 1952), but they have in common the idea that

culture is composed of habitual patterns of behavior that are characteristic

of..a group of people.

Those shared behavioral jatterns are transmitted from

-10-
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one'generation to.Fhe next through symbolic communication (Kroeber & '
Kluckhohn, 1952). | ;
With their traditional emphaais on symbd}ic cbmmunication as the
- means by which customary behavior is trqnsmitced,”mqgt anthropological
definitions, have overlooked the importang process cf modeling and observa-
-tional 1earning:as a major meanczby which neophytes acquire their culture.
Cultures can be described'at varying levels of inclusivéhess. Thus
we may speak of the culture of an ethnic group, or within SOC1oeconom1c
strata ¢ertain patterns of behaviors, va]ues and prefere}ces may be shared.
But subcultures are part of a larger whole-(Laosa, 1981), and behavior.

within groups may vary more than behavior between groups (Henderson, 1982).

Among American anthropologists, the term society refers to the aggre-
> . .

gate of peopie who_live together in an orgahized population. The focus of
e ” _
the construct "society" #s on the people, while culture focuses on the be-

haviors and traditions they share.

The members of each culture or subculture hold behavioral expectations - - - -

for a number of different statuses in the‘social order. These expectations
define the roles people play as participants jn-fhe society.\.A status ?s
fﬁ@wnamc of a particular social position (e.g., school principal), while
the role is defined by a shared understanding concerni%g the behaviors that
are appropriate for that position. ‘

Some statuses are ascribed. One does not "earn" them by demonstration

of specific behaviors, skills,. or credentials. The status of child is ¢

ascribed. Other statuses are cgu ired, such as that of school psychologist.

Jane Mercer (1973) argues that certain statuses which are often regarded as

personal characteristics are actually acquired statuses. ‘In Mercer's view,

.
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mentally retarded is, at least in part, one such status. Ohce'an individual

is assigned a status, socialization agents employ a variety of social influ-
ence proce%pres that are consistent with the role definitions and expectations

for that status. ‘
Roles do not exist in isolation. They are defined by mutual eipécta-
tions operayiqg between paifs of roles, such as parent-child, teacher-child,
.or parent-~teacher. In order for-ro1enre1ationships to be transacted
smootﬁ]y.uthe.expectatiéns must be shared. Some of the problems that
teachers and students or teachers and parentg'have with eaqh other may stem an
from different%é]'ro}a‘expectations, espécia]ly in the case of families from
s7 " sub-cultural or socioeconomic groups that do not completely share the midd1&-

class norms that ngern school practices (Parra & Henderson, 1982; Winetsky,

1978).

it}
i

| Exercise 2 =

In what way may "mental retardation" be considered an -
achieved status? What implications does this view hold for
teachers in regular classrooms?

3

Achieved §tatuses aré earned by meeting culturally defined criteria. \
The status of teacher, and the accompanying role, is achieved. Through
effart and ability a child may achieve the status of little league pitcher,
or :ig1e scout. Mercer {1970) believes that mental retardation is also an
_achieved status. The individual's behfvior is labeled (status‘designation)

on the basis of behavior that deviates from the norms of a given social

-
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accordance with a set of shared role expectations.
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context (the classroom), byt the label then comes tdkbe viewed as character-

" stics of the‘ﬁﬁd‘Vidda1””"The“ﬁerson is then expected to behave*in accordance

with the achieved ro]e, and others (teachers) behave toward the person in |

- =N\

¢

In we]] defined, relatively homogeneous groups;»ethnographers have
described the distinctive patterns of belief, behavior, and products that

comprise those particular cultures. Under such c1rcumstancesAsoC1a1 struc-

tures can be analyzed and the status-role relationships identified rather

comprehénsive1ya But the groups being served by the schools in the United
States are not‘hohogeneous and they do not display an unambiguous cultural
configuration for those who must plan instructional programs and services.
while there are patterns of behavior that constitute somewhat distinctive
subcu]tures within the Un1ted States, two points bear consideration. 'First,
there is an extensive' range o? behavior W1th1n any United States subculture
(Blackwell, 1975; Henderson & Merritt, 1968; Laosa, 1979). Given the be-
havioral heterogeneity of ethnic and racial groups, it is important to con?
sider both the diversity and the similarities to be found within any particu-
lar.group.- When diversity is tgnored, stereotyping is the ineyitab]e'result.
Additionally, the quality of social science research on minority group |
cultures has recently been called into question (see Staples & Mirandé, 1989).

Specific criticisms by revisionist historians and minority group social

scientists are considered in association with specific issues in the follow-

ing section.

gharacter{stics of Minority Children and their Families
What are the distinctive cultural characteristics of the minority

children and their families to whom educational and therapeutic processes

n
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should be responsive? There~is.no'ﬁearuLpf literature describing the fam{ﬁy.

'11fe and other cultural attributes of the various m1nor1ty groups to whom

¢
the schools“have @/respon51b111ty, but the cqnt1us1ons ate’ far from unambigu-
ous. A sample of the 1ssues raised by th1s research is presented here as a
7B
source of hypotheses for exp1a1n1ng 1nstruct1ona1 problems involving minority

children, and to caution aga1nst unqua11f1ed geneﬁe11zat1ons.

" Family Characteristics

Exercise 3

S &
Educators often postulate that problems-for which children
are referred to school psychologists are the result of
famiTy influences. This is particularly true for minority
“Tchildren. Identify some of the ways in which family charac-
teristics are thought to influence children's problems in
school learning and adjustment. Then suggest alternative
hypotheses to explain these problems. Test your assumptigns
in discussiuns with parents from the target community.

]

A

Children's academic excellence and their academic problems as well are
- ]
attributed to characteristics of.the family unit. The fact that a high

proportion of Eifted children are from Jewish and Oriental families is

"thought to result from the high positive value afforded intellectual activi-

ties and the role of scholar in both of these cultures (Kirk & Gallagher,
1979). On the other hand, family characteristics have been blamed for the

educational failures that plague disproportionate numbers of children from

hispanic and black backgrounds

For example, the black family has been characterized as unstab]e and
matr1arch1a1 (Moyn1han, 1967). Unfavorable comparisons of olack families

w1th the nuclear form that is assumed to be normative for white middle-class

22
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Americans have been consisteqt‘With a sociological assumption that the - I
nuclear fam11y, with 1ts division of labor,. is the. fam11y form best suited o

\
to meet the demands of modern. 1ldustr1a11zed soc1et1es (c f.. Parsons, 1949).

i Many social scrent1sts assume that the mother-centered fam’ly repre-
sents tne corftihuation of a\pattern established dur1ng slavery (Pet€1grew,
1964). Revisionist scho]ar; have begun to ca]] these conclusions into ques-
tion, offerjng long neg}ectéd data to support theih alternative jnterpreta-
., tions. -English (1974) reviewed a number of studies which suggesfed that
‘even dur1ng the hardships of slavery, many black s]aves were able t» develop
stable, two parent ﬁam11]es. B]ack households in both southern and northern' '
,éities during the late 1800s were predominantly two parent families.

In br%ef, social science statements about black famif{es.ahd thejr .-
history have sometimes overgengrélized Trom smalls unrepreéentétive samples.
Often theyihave perpetuated old assumptions ‘without studying black families
directly. Recent evidence from documents such as cehsus records suggests

- that unstab]a\families headed by females have not,heen the rule during the
history of the black family in the United States. New works have‘gttempted'-
to identify positive aspects of black fami]ies, It should“be hOted that
only about one third .of American black families conform to the stereotyped .
°matriarchial sihg]e parent form (Ehglish, 9974). Even for those that do
seem tg fit the stereotype, the entire social and political matrix of life
for black people must be analyzed:to understand the.forces that'shape~their
-, lives. The stereotyped describtion of a single parent, matricentric family,
is likely to be more mts1eading than inst(uctive for those educators who are

called upon to help structure a more favorable educational opportunity for a’

black child. ° ' : ~ y
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. Semething akin to a pathology model has alsd'been employed to describe Y
- ’ e
Mexican-American and otheir minority families. But unlike the stereatyped " -

v

black family which is characterized as matriarchal and unstable, the Chicang
' ' : »

or Mexican-American ‘family is depicted in-the social science literature as . #

, a stable, *patriarchal, extended unit (Montiel, 1973). Within the home\the '

husband is depicted as an authbrity figure who demands ‘and receives unques-

. t1on1ng obedience from his, wife and ch11dren. His supremacy in the.home is

. \

seen as a compensat1on for h1s second-class c1tizensh1p in the outside wor]d

He makes all the financial deC1s1ons, disciplines the children, and;(epresents
-~ . -,

the family in dea11ngs W1th the commun1t/ The wife is.expected to be chaste' JL
and unwdrlidly. She puts her.husband s desirés befsre her own. This pattern .
is so widely accepted as the norm*for the Mexican fami]y'thet the Spanish
word‘machiemoﬁhas-beéame the stangard term for designating male dominance
in the American language (Hawkes & fay]or. 1975). - - A v -

Jt is assumed that this form of famtly structure, with mgnor modifica-

“.

3

tions, is the dominant form %mong Americans of Mexican herttage but there “

is a substant1a1 body of empirical data that fa1ls to support that genera]- .
1zat1on : Dev1at1ons from these presumed ngrms are usua]]y attr1buted to

-~

acculmnat1on, or to the 1ncreasing f1nanC1a1 1ndependence of wemen, but

there is evudence to suggest that the patr1archa1 pattern, may never have

been the norm (Griffith, 1948; Woods, 1956 Greb]er. Moore, P Guzman, 1970, )
cited in Hawkes &, Taylér, 1975). Moreover, data from the 1930s suggest that
the Mex1can American family in the United States ‘was anyth1ng but stable at .
that t1me and data based gn Ch1cano families in Los Ange]es, Ca11forn1a,

and San Antonio, Texas, indicate that a very small percentage df families

were ef the extended ter. In fact, the extended family may never have been

+

as prevalent among.Mexican-Americans as social scientists have suggested

r 14

e 24



ho

4
1
-

Lo, - . o ‘_”_ : -

’ * [y}

(Mont1e1 1973)5 As for the adihor1tar1an, patr1archa; stereotype, Hawkes
and Tay1or (1975) 1nvest1gated e ﬂrevalence of ma]e dom1nance among Mex~
jcan- Amer1can farm 1a20r families and found that by a wide margin, the most
;i preva]ent mode 5? decision making and action was egd]itarian
N The knowledge that common assimptions .abvut the nature of the Chicano »

fam11y are faulty should call 1nto question a-number of SOC1a1 Sc1ence asser-
tions that purport to explain th-M xican- AmeriCan fami1ies damage their chil-
dren's ab111ty to do well in school. Paterna1 authoritarfanism, strong fam-
ily ties, and a present t1me or:enta jon are presented as“ant1thet1ca1 to
traits such as ach1evement, 1ndepende ce, and deferred grat1f1cat1on s These

s tra1ts are cons1dered essent1a1 to mobility. The sharply def1ned diyision

° of labor assumed to function in the Mexican fam11y is a1so seen as detrimen-

_ tal ‘to mobility and advancement 1n an 1ndustr1a1 soc1ety (Heller, 1966). A
" curious reasoning in all of this may be noted by remembering, that for the

black family, exactly opposite traits (e. g.. ‘maternal- author1ty, weak family

t1es, lack.of a sharp dividion of 1abor) are held respons1b]e for the educa-

L

tional,difficulties of children and youth.’

’

. s
o8

2. wgognitive;Style and Sense Modalit&_Preferences 3 )
@ . '
|, Exercise 4

Before you read this section, jot down your answers to the ‘
following questions. When you have finished the sectiqp, -
go over your responses and see if you have changed any of
~your original ideas. For each quest1on give the justifi-
. cation far your answer. '
.Is cognitive style a,sociocultural characteristic that
influences children's responses to instruction?
.Is cognitive style affected by differences in the
socialization practices of parents from different
. ‘subcultures?
. *.Should cognitivé style or modality preferences 1nf1uence
the design of 1nstruq}10n? ®
.Can cognitive stylé.and modality preferences be diagnosed?
.Can instructional prescriptions be generated on the basis of
information an children's modality preferences or cognitive
styles?’
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Socia]fzatioh practices are amdng the-beha6$or patterné w@ich mey.difTer 2
across ethnic groupsf aﬁd‘it woﬁ]d;be surprfsing if variations in ¢hild rear-’
ing practices wefe not associated with cognifive‘and behavﬁora]-differegceé
among children from diverse backgrounds. © Some sociai scientists'argue that,
"as a result of d1fferent socialization exper1ences, ch11dren deve]op differ-
ent cogn1t1ve sty]es, or preferences for ohe sense moda11ty over-another.
"Since cognitive styles and moda11ty prefepsnces are assumed to infTuence how
people view./reality, it is suggested that there shomAd be an optimum match.
between the children's cogn1t1ve styles and thé instructional styles of the1r T
teachers People who are’ visually oriented are said Fo focus on ebaects while
those whose o}ientationois b}edomihantly ora]-aur:a dre \predisposed toward a
more persona11zed involvement with the world around them. These preferencee

are assumed to be associated with 11teracy traditions, on the one hand, and
with-oral-aural traditions on the other. From this perspect1ve it is argued )
that the high rate of';phool failure among children from m1nor1ty subcultures
may be due to the fact that the'Echoo1 curriculuﬁfend methods are more.cenéru--
ent with the literacy tradition of ﬁiddle-t1ass-families than with the prefer-
ences of peeple'whose‘socialization was imbedded in a more‘ora1~aura]‘tradj-
tion (Lewis, nd).- | e | R

The field dependence/field independence (FDI) dimension.has.a1so been

.

postulated'as an influence on the school achievement of minority,chi1dren.;,ulee§
It is asserted that children who are socialized ip settings where gcnfqrmeece )/////;;;
to authority is emphasized tend toward the field dependent end of the dimen- =

sion while those with more ega]itérian uebringing are more.fiel% independent.

From the previous discuesion you can see that Mexican-Aﬁéricansg'for example,

are assuvied to have experienced more authoritarian re]ationehips with_ﬁar;’

ents than non-Hispanic white children. Presumably, field indebendent peop]e:'

i
. . ..
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6 . ‘ - ' »
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are better a%‘solving problems which requirehthat some important element be

removed from the context-in which it is presented. Presumably they also have

.a more fully developed sense of individual-identity than field independent

people, and are freer from various forms of social influence. Thus, those

who are field independent should be better able than their fiald dependent

" counterparts to analyze things apart from their context, and to view their

own fuqctioning apart from the group. Field independent people ére thought

to have moré complex cognitive.systems--that ,is, they afé more differentiated
(Kagan and Bur1e1 1977). Increasing différentiétion of structure and func- .
tion is the haleark of developmental progress in most theories of development
(e.g., Piaget, Freud, Lewin).

'Some researchers interpret existing FDI r- 2arch to show that. field de-

pendent peob]e have better social and interpersonal skills than those.who are

. field ‘independent. On the other hand, field independent people do better

on tasks that require cogn1t1ve restructyring (Laosa & DeAvila, 1979; Witkin’

& Goodenouah, 1977: Witkin, Goodenouah & 01tman. 1977)

Somé researchers believe that neither style has an absolute advantage

over another. They assent that each pole of the dinension has an adaptive

“value for given tasks and situations (Laosa, in press).  This, however, has

not been the dominant view, since most developmentalists assume that increased
differentiation is the basis for enhanced ability to deal with cognitive com-

plexity. Thus the designation of a'given group as field dependent is imp]f-
citly pejorative. 1

“~While there'is a fair amount of evidence that Mexican-American children

tend to score more field debehdent than Anglo children on certain tasks, the

\kesearch has naot clearly established that this pattern results from,aJthori-

tarian socialization. Neither has it been clearly demonstrated that there

27

n



s

1)

is a causal re]atiénship between a field &ependent,cggnitive'styTe and inter-
personal skills.

What are the educational implications of the claim that Mexican-American
children are more field dependent than Ang1o-Ame;ican children?

On the one hand it has been advocated that schools should train children »
to be more field indepeﬁdent because this Style is more compatible with the r
analytic requirements of school tasks thad-phe field qependent Fognitive
style (wjtkin, 1967). Meanwhile, other voices (Ramirez, 1973) have argued.
thg_need for a better match between the cognitive styles of students and
te;chers. One study (Sanders and Schélz, 1976) which examined the hypothesis
that field dependent and Mex%can-American children would make better academic
progress when paired with teéchers with a matching cognitive style found,
contrary to expectations, that field dependent children with field indepen-
dent teachers éained more than those with field dependent teachers.

Ramirez and Castaneda (1974) have expanded on the FDI copcepts, renaming
}

the field dependent construct as field sensitive, a less pejorative term.

.They maintain that both styles must be represented in the classroom in order

for education to be culturally democratic. Long term positive effects in
mathematics and reading scores have been reported for a program based on the
systemat%c elaboration of these basic assumﬁtions (Kagan and Buriel, 1977),
but results have not yet been fully published or replicated. Some additional
support for the notion that consideration of children's cognitive style may
enhance gducationa] outcomes is proiided iq a recent study by Doebler and
Eicke (1979). il

Thus, evidence on the socialization antecedents of cognitive styles is

.mixed, and the outcomes of attempts to take cognitive style into consideration

28
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in instructional practices are still inconclusive. It would be inappropriate
.to encourage educators to adopt stereotyped expectations that children from

a particd1ar backgrdUnd will have difficu]ty with certain kinds of schqp]
tasks because of a particular cognitive style that has been associated with
group membership. On the other hand, when children hdve difficulty respond- .
ing to particular kinds of academic expectat%ons, it would be appropriate

to explore the hypothesis that the difficulty may be mediated by a cognitive
style that is discrepant from the requirements of the task.

3. Motivation ¢

a) Achievement and Affiliation Motives

Exercise 5 ,

Assume that a colleague asks you for tips on organizing

a more effective instructional program for children who -
are more motivated by affiliation need than by ach1evement
need. What suggestions could you offer?

Motivation is too broad and complex a topic to be treated in detail here.
Just two selected issues will be meqtinnea to illustrate the misleading na-
ture of assumptions that are often made about the academic motivation of
minority children. |

The first assumption is that children must be activated by achievement

motivation if they are to do well in school. Achievement motivation requires
that the learner be guided by internal standards of excellence. Since some

' A
Hispanic and Pacific Island groups are thought to be motivated more by the:

need for affiliation than by the need for achievement, they are expected to

do re]ative]y poorly at schoolwork. Thus, for example, the affiliation mo-
tive reported as characteristic of Hawaiian children is assumed to account

for their poor record of achievement. Since thay are assumed to give higher

oo
e



priority to helping others, seeking-gopd fellowship, or honoring.a personal
commitment than to seeking personal gain, it is reasoned that individual
scholastic achievement must be sacrificed, Qonfrary to that‘expectation,

a motivational pattern based on affiliation has proved not to be a negative
factor in t:e schoo] achieveméht of Hawaiians (Gallimore, 1974). Since these
children tend to be responsive to peers and are likely to contribute effort
to group goals, educators may be well advised to oféanize in;tructioné1
activities to emphasize cooperative rather than compe%itive, norm-referenced
learning (see Johnson & Johnson in this series). This suggestion should be
treated as an hypothesis to be examinaed in practice with a given groyp“of-
children rather than as a prescription. Given the variability that exists
w}thin identifiable groups, a cooperative predisposition or affiliation need
should not be assumed. Nor should the efficacy of'a given mode of structuring /":

classroom goals be taken as a panacea.

b) Fatalism

Exercise 6

A colleague describes a Mexican-American child in her/his class-
room to you as an "underachiever." She/he believes the child
lacks motivation to do school work because "his people" have a
fatalistic attitude that prevents them from exerting effort to
overcome difficulties, Can you think of an alternative rival
hypothesis to explain the "lack of effort" described by the tea-
cher? Record your rival hypotheses and your rationale for them
now. Then read the following section on fata11sm and the infor-
mation in section C on “"Teacher Expectations and Classroom In-
teractions."”

Does this information change or confirm your hunches?

Educators have been taught that an attitude of fatalism hampers the
educational, social and economic advancemgnt of Mexican-Americans.(He11er,

1966; Madsen, 1964; Paz, 196]).' They have been led to believe that Mexican-

) 30 .
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Americans, for example, view good or bad fortune as the work of fate. Fatal-
ism, it is reasoned, leads to resignation, which Ang1o obseivers interpret
as lack of drive or determination. The writings of some social écientists
(e.g., Heller, 1966; Madsen, 1964) have suggested that while Anglos try to
overcome the hisfoftunes that befall them, Mexican-Americans'accept it.

| If this were true, it might well exp]aiﬁ some patterns of behavior dis-
played bg Hispanic children in school. But careful attention to available
data suggests the genera1izapion is overdrawn. One quantitafive study
(Farris ahd Glenn, 1976) found that when level of education was controlled,
there werémho differences between Anglos and Mex%can-Americans on the dimen-
fm§ﬁqh”of'fatéTiEm.”mTHéré”méymbé'mére'viabTe é2b1anat;5n$'fhan a éénera1ized
attitude of fatalism to explain why some Rispanic or other minority children
‘may fail to responq.to fai1ur§ with increased levels of effort. These al-
ternatin hypotheses are explored in section C. |

4, Sumﬁarg

Within the population of children to be serveéd by the schodls there are
numerous Ssubcultural g;oups whoie behavicr differs in vgrious'pays f;om the
norms of middle-class America./hTherQ are problems in ideniifying what be-
havior patterns are,characteristic of the culture of a particular group,
because the patterns in question often covary with other factors such ds
socioeconomic status &r rural vs. urban fife style.

While it is important to dnderstapd the cultural background of the chil-
dren we work with, blanket descriptibns are sometimes more harmful than helpful
because the social science research base for the cultural desgription of ethnic
groups is suspect in several regards. The foregoing issues were reviewed to

illustrate the cause for cautious interpretation.

31



-24-

Many descriptidns involve the acceptance of dated assumptions, without
the benefit of first-hand study of the communities in question. Any partic-
ular behavior is likely to have meaning only in the Eontext of a total pattern

of customary behavior, and fragmented postulates, taken out of context, often '

.lead to stereotyped expectancies. This,is not to say that useful descriptions

are not available. But much of the existing literature is adequate only to

suggest hypotheses. When black children speak ut during a teacher's presen-

tation rather than remaining silent, or politel
nition, an educator familiar with the culture of the black community might
consider this response an indication of interest rather than disrespect.

Similarly, if a child avoids eye contact with adults, looking down when spoken

to by a teacher, a teacher of Anglo-American background is likely to interpret .

the child's behavior as an indication of sneakiness. If the child is a Papago
native-American, a teacher familiar with the culture should recognize the be-
havior as a way of showing, respect. for elders.

C. Tégéher Expectations and Classroom Interactions

When childfen first come to school they vary substantially in their
personal characteristics and capabilities. Besides this individual varia;
tion, the normative behavior displayed by groups of children from diverse
cultural backgrounds may differ from the norms of traditional school cul-
ture. Thé élack child speaking out in class, or the Papago child avoiding
eve contact with teachers, mentioned above, are examples df deviations from,
the role behaviors teachers are likely to expect of students.

Differences Petween the classroom cultural. norms of teache;; and the
cultural norms of children from certain ethnic subcultures or lower socio- j

economic status are likely to result in conflict or in differential treat-

ment of children, depending on how closely their behavior approximates the

f raising their hands for recog-
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norms of school culture. Proponents of an ecological perspective suggest that

prohibitions having little to do with actual instructional effectiveness often

become the source of difficulty between the culture bearer (educator) and

culture violators (certain students) (Rhodes, 1967). Furthermore there is

o4

eviderice that teachers tend to hold lower expectations of academic succesgi 1
for students who vio]aé%'schoo1 norms through exﬁressions of disinterest 8;
inattention, as compared with students from the middle class majority culture.
These expectations often find expression in teacher/student interaﬁtions;

LN

1. Teacher Expectations and Culturally Different Children

Qamﬂga Several years ago Rosenthal and Jacobsen (1968) created a stir within
educational circles with a book bearing the intriguing tit1e3 Pyagmalion in

the Classroom. These investigators examined the self-fulfilling prophesy hy-

pothesis which posi§§ that teachers adjust their instructional efforts on the

basis of their beliefs about the abitity of individual children, and that the

children's learning then conforms to the origina1~expecfation. Rosenthal

and Jacobsen attempted to alter teacher expéctancies experimentally by pro-

viding false information that certain children had been,Hdentified as having

hidden potentia1.'.The investigators reported increases in the inteHigence-7
test\performance of the falsely identified high potentiq1 children, but the g
study was so badly flawed that ?o suchlc0nc1usions could be justifiabl; d}awn
(Elashoff and Snow, 1971). The results of subsequent research on the self-.

: fu1fi11iﬁg prophésy has yielded very inconsistent results. Yet Rosenthal and

Jacobsen's report was readily accepted by many educators and civil rights |

activists because 1t offered an attractive alternative to existing explana-

tions of school failure that placed the blame on minoéity children themselves,

their families, and their genetic\inﬁeritance. Others dismissed the entire ,y{'\\

: »

p

hypothesis as implausible. <
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Jt is.undoubted1y-ngive to assume, as Rosenthal and Jacobsen did, tha;
thg simple manipulation of-infgrmation provided to 'teachers €ould produce a
speedy influzkce on so general a measure as IQ. On the other hand, there is
good régson to believe that reciprocal }nf]uences in the classroom may pro-
duce cumulative féilure and "behavior problems" among many éu]tural]y diverse
children. The brief review that follows provides evﬁdﬁnée.that teachers do
form differential expectations regarding the achievement and behévior of phe

children they teach, and that those expectations influence their interactions

with students. It also explores the question of what variables influence

teacher pxpectﬁtions, and how children’s learning is affected.

o

Exercise7 7
Before you read the next section reflect on your conver-
sations with other educatdrs, discussions in the veachers ™~

~Vounge,and-other-situations in which educators discuss~
the behavior and performance of students. List the cate-
gories of studenf characteristics-you think serve as deter-
minants of teacher expectations. ) '

A substantial body of research (Adams, 1978; Brophy & Good, 1974; quper,
1979, Laosa, 1978; Lockheed, 1%773 §howsvtha{.teacherxexbéctations are asso-
ciated with children's pérsona1 characteristics such as sex, social é1ass,
race, language and ethnricity. ‘These expectations afe apparently based on
stereotyped conceptions of various groups. Even physical attractiveﬁess
influences expectations (Adams, 1978), leading teachers to judge unattractive
children to be less 1nte}1{gent, to show poorer academic promise@-and to be !
less we11-behaveqiin the classroom than gttractive ch31dren. Since judgments \ {
of attractiveness:-are determined by cultural standards, black-children who .
display striking negroid physical characteristics may be subject t0'esﬁbcia11y

CTN - , )
negative expectations. Not only doltegphers tend to judge ungttractive children -

.
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to have less potential thqn attractive children for academic and social devel-

opment, but they also appear more willing to recommend them for special class
placement (Ross & Salvia, 1975). -

While some researdhers assume that teacher expectations influence
achievement, others argue that just the reverge is true: that is, the student
ahcievement determines teacher expectancies (Dusek & 0'Connell, 1973; Dusek &
| Wheeler, 1974; Williams, 1972). Other evidence suggesis that differential
teacher expectationsqanﬂ'behaviors ave not influenced by their perceptions

of student-ability or achievement per se. Rather, teachers may be responding

to stﬁ&%ﬁfiﬁehaviors that are interpreted as evidences o? their academic mo-
tivation or lack of if. Luce and Hoge (1978) found that when fourth grade

teachers interacted with students whom they judged to have low motivation to

do school work they were more procedural, more critical, and gave more behav- =~~~

3 -

~-jorat warnings "than when they worked with students who were rahked higher in
motivation. The student behaviors that seemed to serve as stimuli for the
formation of teacher expectancies were task initiation and attention. These
behaviors are likely to be among the ones for which the behavior of many
ethnic minority students may differ from the norms of the school culture.
Experimental research shows that attending and hon-attending behavior do
have a marged effect on teachér behavior (Klein, 1971)5

Willis and‘Brophy's (1974) work provides further insights into, the ways
in which the behaviors and attitudes of students and teachers may influence
each ;ther. TheseJresearchers found that pupils to whom teachers. felt attach-
ment were seen as successful and compliant. They responded in a way that

teachers found rewarding. Teachers expressed concern for those students who

had difficulty with sch001work; but who were also compliant and who reenrforced
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the1r teachers in.their interactions with them. Teachers responded by

prev1d1ng them with a good deal of remedial help.

ued.. -‘

Those students to whom teachers felt indifferent failed to respond

in a way the1r teachers found rewarding. Their non-rewarding responses

led,to a pattern in which teachers spent 11tt1e time with them, even though
2

they perce1ved these students' need ZOr add1t1ona1 help. These rejected

students not only failed to prov1de eachers with reward1ng interpersonal

.\ar

: contacts bﬁt’they were also credited with the creation of discipline prob-

.:_ \‘) 9
lems and cJassroom disturbances. Teachers.wanted-to get rid-of-these stus—— ="

dents, and they attr1buted low ability traits’to them wh1ch ‘did not accurately
‘reflect demonstrated ability. | _ )
The 1nyestﬁ?at1ons cited above provide several kinds of eV1dence that
teachen expee}anc1es and att1tudes may be more influenced by the observed
behaV1ors of students themse]ves than by personal characteristics associated
with group membershxp. While such evidence suggests that teacher expectancies

and attitudes may be more influenced by the observed behaviors, of students

.'themselves thah’by personal characteristics associated with group member- .

ship. While such evidence suggests that teacher expectancies may merely
reflect previous experience with children displaying certain characteristics,
it is instructive to note that teachers do tend to express stereotyped ex-
pectations based on labels assigned to children. This is true even when
observable behavior displayed by the children so identified is incompatible
with the categorical label (Foster & Ysseldyke, 1976; Gillung & Rdcker, 1977).
For example, Foster and Ysseldyke (1976) had teachers identify behaviors

they expected to be displayed by hypothetical.children labeled as emotionally

. disturbed, learning disabled, mentally retarded, and normal. As anticipated,

the teachers held more negative expectancies toward the children categorized

36



with a deviance label than toward normal children. The teachers were then
assigned to one of four groups. ‘A1l groups viewed the same video tape .of

a normal fourth grade boy engaged in a variety of test-taking activities
and in free play. Each of the four groups was told the boy was a member of
a different one of the eategbriés mentioned above. After viewing the tape,
negative expecténcies were expressed toward the'children catégorized withj

one of the deviancy labels, even though the deviancy label groups had ob-

served behavior inconsistent with the label. These results are re]é&ant

to our consideration of possible.teacher-expectancy-inflvences—on-minority—

bt mmsase St ey b et
e —— - o

and poor children; because, traditionally, these children have been overrep-

resented among those to whom special category labels-have been assigned.

Exercise 8 e

On the basis of your own experience, describe some of the e
ways in which you would expect instructional interactions
to vary depending on differential teacher expectancies.
Contrast teacher responses to high expectancy students
with responses to low expectancy students.

Differential teather responses toward différent categories of children
have: been well documented (Good & Brophy, 1974). While it is clear that
they may be reacting to differences in the achievement ;nd motivational
behaviors of children, the issue may be more complicated than that. For
example, one.study of interactions between a white teacher and a small
group of black and white nursery school girls sugbested that a lack of
shared understandiﬁg of expectations and gestural meanings between a white
teacher and black ¢hildren could account for dif%erences in children's
success in gaining the teacher's attention (Byers, 1972). However, merely

providing children with teachers of matching ethnicity, which might seem

A



-30- oy | _ ,

¢
" ° ’ 3
2

the simp]e solution to this problem, s not apparent]y sufficient tgrchande

_{}unequa] treatment 1n the c]assroom (Bvatick & Bersoff 1974). .
- ¥ .4

Thus, the research ,uggests that chi]d?%n from cu]tura] backgrounds

L

3

that diverge from school norms are more_11ke1y than their peers to display
chafacteristics that elicit negative expectations and patterns of teacher
response that are more designed to manage behavior -than tozpfovide skill

d

and content relevant instruction. While teacher expectations may be based

innpant,“on_gnoup~steneotypes?«edueatOPSWmay“a+soﬂbefrespondTng~tojbehaVT0rs :

that deviate from the implicit norms that are reinforced in c]dssrooms. As
a function of apparent lower initial achievement and motivationf rejnforceo
by stereotyped expectations based on'f;ttoﬁs such as race, ethnicity, physi-
ca} appearance or socioeconomic status, minority children stand a’ghance-of
receiving fewer skill and content-related communications from their teachers, ;
resulting in poorer achievement, less task involvement, and diminished effort.
. Bear in mind, however, thati mino;tty chiidren are not homoge;eoos. They
differ in their initial achievement beheoiore, ano in the degree to which
their behavior conforms to toe norms of the school tulture. Thug; an initial
discontinuiti bet@een some children's entering repertoires of behev{o} may
lead to initial failure, lack of support, and the beginning of a‘series of
reciprocal influences that result in cumulatiye discrepancies from the
achievement and behavioral expectations of the schools. Children who fall
into this pattern may come to feel ﬁ%]p]ess to influence their own lives
within the academic context (Henderson, 1980, 1982).
2. Learned He]p]essness

v
Some individuals perceive themselves to be incapable of overcoming iy

fai]ure. They learn to feel helpless through exper1encea in situations in
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which they have hq control over aversive events. The concept of "]earned
helplessness” has a common sense appeal to educators and psychologists who

find that it provides 1nsfgﬁt into the‘debilitating behavior they observe

among school children.who otherwise seem quife capéb}e. The relevance of

+ _ the learhed helplessness concept to classroom settings‘seems obv12u§ in,

. those studies in whieh individuals have been taught to perceive themselves

as helpless.through fegdback éonvinéing them‘éhat problems they have failed
in an equvimenté] séfting méésure importantk}nteTWectuai 3bi1itjes.

The 1e;rned helplessness phenomena has much in common with the idea
of locus of Ebntrol. sAccording to the 1oéus oﬂ control construct, indi-

viduals whose behavior is.influenced by intérnal ﬁOﬁ%?O] believe they -have

a substantia1:persoan influence on things that happen to theﬁ. They are

1ﬁgely to perceive events tﬁat befall them as the result of their own

&

ability or effort. .Others fail to perceive a link between their own effort

and reinforcenent. They are likely to perceive events as the result of luck

or misfortune. They perceive the cause of events as external.
Some childrer seem to learn quickly, through’ their school experience,
that they are destined to do poorly -compared to their classmates. They see

no way for it to be otherwise. A disproportionate number of these children,

" those who develop external locus of control'berceptions for achievement

situations, appear to come from minority or lower socioeconomic status back-

grounds.

Exercise 9

List some of the cultural characteristics of groups you
work with which may make them susceptible to learning
to feel that they are unabte to cope with school tasks.
Describe the responses of these children to academic
tasks. What are the implications for tedching?

39
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BpthAlocus of control and learned helplessness e&isf a]oqg a continutim,
Designapions such as "helpless" or "external" are mefé]y usqa as a conQen-

“ience in referripg td individuals whose résponses tend to fall toward one”

. pole or ‘the other. Children who are dategorizgd as-helpless tend .to
attribute their féi]uré; to lack of ability rather than to the level of
their own effort (Diener & Dweck, 1978; Dweck, 1975;'bweck & Busch, 1976;

. Dweck & Rappucci, 1973). Even when he]p]eSS'child}en are init{alJy compe- .
tent at a given task, they subsequently disb]ay'maladaptive responses once
they have ekperienced failure at fhat task. Children who have learned to _l )
feel helpless in the face of difficulties tend to attribute their failure -
-to personal inapility,and tgeir performance on subsequent tasks is—jmpairfd.
In contrast,tnon-helpless children are likely to attribute lack of success
to insufficient effort on their own part, and they display no deteriocat%on
in performancé following the failure experience.., In fact, Diener and.pwe;k
(1978) found that the performance of children who attribute failure to lack
~of effort often shows imp}ovement following failure, apparently due to in-
creqsed effort.

Dweck's (1975) research on learned he]p]essngss has c]ear.educational impli-
cations. Since helpless children evidence little recognition of effort as a ,(
determinant of success or failure, in comparison with children wﬁo persevere |

- even after failure, they“fai] to see tneir own responsibility %or outcomes.
They are thus likely to see a;ersive situations as insurmouﬁtdbie. Thus,
following an ‘unsuccessful effort they hay fail to respond to subsequent tasks
of the same sort b§ trying harder or by sticking to the task longer. Dweck
has emphasized that _an aversiye;;veﬁt, Jn this case failure on an intellectual
task, is gpt in’}tself the.cause 6f the helplessness Bheﬁdmenon.‘ The critical

?

difference between helpless and persevering children appears to lie in their

. 40
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pér;eptién of.the re]afionship betweea tﬁeir own behavior and the faf]ure
outcome. : L . |

| Hjstories of féi]ure or succesénappear.to play a major role in the de- . «
' ye]opmenf.of internality-externality (K%fer, 1975; Weisz, 1979), and the 3
\mqrelsbeqffig attributions of cause (e.g., effort vs. ability, -task difficu]ty,.
or\lufk) which influence future expectations and task oriented behévior. The
- nature of schooling in the United States is such that certain children may be
prédestiped to éxperience.heavy and repeated doses of failure from the first
grade pn.' A disproportionate number of’ poor and'minority.children whose out-
'sidg-of-gchool gbcializagion is not Bigh1y congruent wiih the cur(igﬂlqr éxpeé-
'fitions-of middle class oriented schools are Tikely to fall within this group.

Thomas (1979) has called attention to striking parallels between the fea-

tures of the learned helplessness syndrome and the characteristics of ch}]dren
classified as 1e5rnjng disabled. ‘While th?'term 1earhing disabilities refers
to such a hodge-bodge of symptoms it is virtually impossible to identify common
charactéristics of the children to whom the 1abeﬁ is applied (Lilly, 1979), oné
common element seems to be an overlay of frustration and defeat. Learning
disabled children are often portrayed as being convinced that they cannot learn,
and much of the initial teaching effort witﬁ them is directed to motivating
them, to expand sufficient effort to achieve success (Thomas, 1979). Typ%ca]]y
these children are easily frustrated, low in effort and persistence, and they
may be ynwi]iing to attempt even those tasks that are within the range of their
ability. Their 1eaﬁni;§ histories are often dohinated by failure. The more:
coﬁéistent the history of failure is, the more 1ike1y it is that failure will
be attributed to ability or lack of it (Frieée & Weiner, 1971 cited in Thomas,

k

1979.

-
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3. Overcoming Helplessne:ss

Exerc{se 10

‘List procedures that you think .teachers could use to help children

~
’

to overcome feelings of helolessness.

.The provision of purposes for learning has been identified as an impor-
tant mediator of the relationship between locus of control, motivation and
performance. There is also evidence that the effects o% éurpqse may vary de-
.pending on whether learning objectives are set by a teacher or by the students .
themselves. Arlip.and’whitley.(1978) tested the hypothesis that students wSuld
be more likely to accept per;onal responsipility;for success or.failure when
they perceive ; role in determiningntheir own activities. These investigators
anticipated that the perceptions of academic cdﬁ&rol and opportunities for
self—managgment would have an interactive influéﬁce on each other. The findiqgs
suggested that students who have been encouraged yo %anage their own 1earningw
were more 1ikely than their peers from'traditﬁanalyclassrooms to develop willing-
ness to accept persona[ responsibility for their academic successes and failures.
The results d1so suggested that oppOrtunitiesffor sel f-management may have

more influence on perceptions of responsibility for failure.than on perceptions
of‘responsibility for success. The reason may be that in eithef type of class-
room situation it may be easier for students to attribute success to thems;T;es
tﬁan failure, but rationalizations for_failure may differ for the two types of
classroom situations examined. When ét:chers determiﬁe;the activities, students
may interpret their failures as the result of bad luck, or the fault of the

teacher. Students who have determined their own goals and activities may find

it more difficult to pin responsibility for their failures on external sources.
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It. seems un]ike]y that'the effects of success and failure operate inde-
pendently of the social situéiion in which such experienbes occur. ?1assrooms-
constitute the major sggia] context iq'which.socia] comparisons of performance
are made routinely. fhese classrdoms which employ a-combetitive goal Structure
are especially likely to encourage social comparisons (Ames, Ames & Fe]ker,
1977 Henderson & Hennig, 1979).

With this in mind, Ames and her asscciates at Purdue set out to study .
how competitive and non-competitive classroom settings inf]ﬁehce children's
beiiefs about the causes of success and failure for themselves and o*hers.
Their findings confirmed the expectation that the effects of success and failure

r

* experiences depend upon the nature of the social se;ting in whicﬁ the attempted
performance takes place. 1In this cése children's attributions, their'judgmeﬁps
of deservingness, and their satisfaction with the performance of self and others
differed as a function of competitive and non-competitive reward structures.
Competition leads to se]f-derogatiqn. Compared-to children wh) failed in non-
competit{ve settings, those who failed under competitive conditions judged
themselves to have less ability and to be less deserving of reward. They also
experienced more negative affect than those who failed under non-competitive
circumstances. Ames and her associates suggest that "The consequences of
failure are obviously negative, but the impact of failure in competitive con-
ditions seems to be rather devastating to a child's self-perceptions" (p. 7).
© Dweck (1975) designed a study to determine whether helpless children's
perceptions of the relationship between their behavior and failure outcomes
could be altered with a form of attribution therapy. Beyond merely changing
the perceptions of these children, Dweck was interested in determining if al-

teration in the failure attributicons of helpless children would result in the

reduction of maladaptive responses to failure. She compared the effects of
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attribution retraining to a success-only procedure recomnended by many behavior
modifiers. Dweck, anticipated that the success-only intervention would improve

the ability of helpless children to sustain their efforts despite failure,

~ because the treatment was expected to raise their expectations of success. N

Attribution retraining was expected to produce evein greater improvement because |

it should provide a new interpretation for failure. Children subjected to ""““m“‘"‘%
this instruction would attribute failure to insufficient effort rather than |

to uncontrollable factors. Contrary to the investigator's expectation, con-

sistent and sustained decreases in maladaptive reactions to failure were evi:

denced only byzthe Attribution Retraining group. While tﬁese children were

able to confront failure in a more adaptive méhner, some of the children in

the'Success Qﬁ]y condition displayed increased sensitivity to failure after
an exclusive diet of success éxperiences. A1l of the subjects in the Attri-
bution Retraining program showed increases in efforﬁ attributions, indicating
that besides showing improved adaptation to fai]ure in test situations, these
children altered their attributions for failure with respect to mathematics

A . .

in general. .

The fact that subjects in the Success Only condition continued to display
deterioration of performance following the intervention was internreted by
Dweck to suggest that the success-only procedures which many behaviorists
advocate may be shortsighted. In her words:

An instructional program for children who have difficulty
dealing with failure would do well not to skirt the issue
by trying to ensure success or by glossing over failure.
Instead it should include procedures for dealing with
this problem directly. (p. 684)
" Other research (e.g., Andrews & Debus, 1978) supports the contention that
attribution retraining is effective in changing children's attributions and

their resistance to extinction.
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4. Summary

The evidence shows quite clearly that teachers entertain differential
expectations for the achievement of children who vary in personal character-
istics*which include cultural and racial dimensions such as ethnicity,

language, and culturally detgrmined standardé of attractjvenessi The ;

| amount and quality of instructional Interactions often differ along the

same dimensiohs.' The question of whether teacher expectancies are based

on these personal characteristics per se or on achievement characteristics

that happen 'to éovary with these characteristics Qas not been answered with

complete satisfaction. Some careful methodological work suggests that

achievement fs the-determining factor. Even 1f.that is the case, tha Lo

sults are the same. 1If, for .example, a relatively high proportion of poor |
e and-minority . children-enter-school- with achievement. characteristics that -~

elicit negative expectancfes from their teachers, it makes little diffefenpe n

that the expectation was determined by achievemen* behavior rather than

social class markers. The result is likely to be the same for the children

involved. | . ‘

The information reviewed in this section suggests that a path model

may provide a partial explanation vor the common pattern of school achieve-

ment in which minority and poor children tend to fall prqgressively further

behind their peers as they move through school. - That is, lack of precursor ,

skills or lack of attentfﬁh to instructional tasks may invite teacher

responses that lead to failure and feelings of helplessness in the ata;emic

situation. This in turn may lead to reduced effort, as evidenced in poor .

attention and task persistence, which further influences low teacher expec-

tations and associated instructional responses. Within subcultures there

is a considerable range of variation in the degree to which the precursor
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skills and behaviorai norms and expectations learned at home are congruent
with the norms and expectations that are expiicit in the school culture.
Thus, it is important to avoid stereotyped conceptions of the sociocultural
characteristics of children from any given subculture, or from minority and

lower socioeconomic backgrounds in general. Some evidence (Henderson, 1981;

_ Laosa, 1981, in press b; Valencia, Henderson & Rankin, 1981) suggests that

the most important factor in determining the congruence or incongruence be-.
tween home and school sociagization“is“the level of formal education attained
by the mother.

While the behavior and achievements of children may change, evidence
reviewed in this section indicated that, once formed, teachers' negative
impressions of student ability based on stereotyped expectancies are resis-
tant to change even nhen observable performance conflicts with expectations,

< -

While some analyses suggest that achievement oehavior is a major
determinant of teacher expectancies, other work has demonstrated that differ-
entiai teacher instructional behaviors may be more associated with judgments
of student's motivation to do schoolwork than with estimates of ability or
achievement in basic sonooi subjects (Luce & Hoge, 1973). This finding is
particuiariy interesting in connection with knowledge that teachers'are in-
fluenced narkediy by attending/non-{}tending behavior of students and'with
regard to what is known about how failure influences subseqUent_approacnes
to tasks by children with internaf and external perceptions of causality.

If heipiess children respond to failure by deciining to expend effort on
subsequent trials, their own negative perceptions of their ability may be
compounded by the use of more controlling, critical, externally determined

influence-on the part of the teacher.
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Along similar 1ines, the work of Willis and Brophy (1974) .suggests.
that teacher behavior toward children with similar achievement character-
istics may vary as a function of studenf social behaviors, and especially’
.by the degree to which interactions are experienced by teachers as reward-

"ing. Under these circumstances,. students whose behavior styles'differ from

mthe middle-class norms of the classroom are likely to experience propor-

tionately fewer supportive and content-relative contécts_from teachers,

It would be no sufprise.if students from minority and poor }amily backgrounds

were disproportionately represented among this group. The evidence suggests [

that discrimination'of }his sort {s often unintentional, and that consulta-

tion which makes them aware of their differential 1nteraction patterns might

help some teachers to overcome the tendency represented.in_the fihdings

sumnarized here (Good & Brophy, 1?74).' o ' i
The effécts of failure on children's expectations and attribution of

cause are meaningful only when considered.in social context. It means

1ittle to be unsuccessful at a task that can be accomplished by*on}y a few .

indjvidua]s. But to do poorly on tasks which aré defined as normative

social expectations is likely to impact on children's perceptions of their

own ability. School tasks are widely regarded as normative social expeéta-

tions, and under the competitize goal structures and the overt social com-

parisons fhat are implicit in norm referenced assessment practices, failure

1s,1ike1y to be particularly saiient. Contrary to popular stereotype,

migority parents do hold high aspirations for the academic a;complishments

of their children, but actual expectations are often curtailed by contact

with reality (Parra & Henderson, 1977). Children who experience failure in

competitive settings are more likely than those who are unsuccessful in N

non-competitive settings to experience negative affect and to engage in self-
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derogation. Thus, their_future achievement strivings aré 1ikely to be dis-

couraged. Competitive goal structures cleariy highlight sociai comparisons
and inhibit effort, attr‘ibutions |
Diminished ‘effort is the naturai consequence of attributions of outcome -

to inabiiity Chiidren who iearn to feel helpless in the face of difficuity

. e e e ——r———

'attribute their difficulty to inability, which is detrimental to effort and
.persistence, Their responses arenme{_gaptive and performance deteriorates

Non heipiess chiidr . in,contrast, tend to attribu:g failure to insufficient

effort and their.response is 1ikely to be to exert more effort (Dweck, 1975).

Toa

In fact, the critical difference between responses to failure by helpless

and non-helpless, or mastery oriented children, may be that children in the

latter group do not ordinarily make spontaneous causal attributions at all.

Rather than seeking causes,’they may: pursue solutions through seTf-monitoring
and self-instruction (Diener & Dweck, 1978)

A number of procedures designed to facilitate the adoption of internai
attributions of cause, .especially effort attributions, have been tested with
encouraging results. Since faiiﬁre experiences seem to play a particularly
important roie in.the development of attributions to inability and externai

causes and in the learning of helplessness, the most simpie solution might

appear to be to provide externally oriented -and helpless children with a
rich diet of success. The facts do not appear to bear out that assumption.

While failure may oe instrumental in the learning of helplessness, the

- removal of failure does not appear to constitute a sufficient, or perhaps

even constructive, condition to reverse the process. The finding that attri-
bution retraining resulted in sustained decreases in maladaptive reactions

to failure while a success only experience was ineffective, and, in fact,

seemed to produce increased sensitivity to failure, should be instructive
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for those who would attempt to help children devé1op feelings of efficacy
within the context of schooling. ‘

A variety of approaches, including attribution retraining, social rein-
foriement, and token systems in combination with social reinforcement have
demonstrated promise-fon,effecting such changes. The performance of externals

.seems  to improve when clear purposes for tasks are communicated (Pollinger

+ & Taub, 1977), and when children have a role in setting their own goals,

they are 1ikely to accept persoral responsibility for success and failure to
a greater degree than their peers whose §oa1s are set for them by theiy
teachers (Arlin & Whitley, 1978). '

It should be cautioned that merely changing children's causal attribu-

- tions of failure from external to internal, or from inability to effort, is

not 1ikely to produce sustained desirable resu1t§ uh]essﬁinstruct1on is
arranged to provide opportunities for successful outcomes from effort. In
fact, to induce students to make effq;t attributjons acgompanied'by effort-
ful behavior is likely to have devastating results in the absence of oppor-
tunities for sﬁccess. Hard work is a virtue of long standing in America,
but Covington and Omelich (1979) have madé a persuasive case that effort is
a dougle-edged sword when it coﬁes to school achievement. One of the few
defenses a student facing academic difficulties may have available is to
attempt to avoid the implication of inability by refusing to try. This

assertion is supported by data (Covington & Omelich, 1979) showing that nega-

~tive affect (shame) and attributions of inability were greater among college

undergraduates following substantial effort than when they did 1ittle study-
ing. These situations seem highly probable in cases where students are

presented with tasks for which they lack precursor skills, and failure may

begin to set in early because traditional instruction so rarely provides for
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the careful identification and teaching of precursoriskills and cohceptsu
fha; are required. for fhe construction of behaviors that constitute instruc-
tional goals (Bandura, 1977;uBergan,:1977: Bergan & Parra, 1978; Bloom;
1976). Where such situations obtain, it is probably more adaptivg for

a child to attribute fai}ure to external influences than to his/her own

inability,

A



Activities for'Teacher Education

Activity 1 Discrepancies in Role Expectations

1. Type of Simulation: Role playing. - - ' S
2. Purpose: To make teachers aware of the influence of conflicting role
. ’ : ’
expectations on comiunication between home vand school, : .

3. Material: Role descriptions.for teacher, parent, and schoo1'sociq]

g

worker. | K
4. Activity: A,Mexican-Aﬁericano‘(Chicano) parent meets with a teacher and
a school social worker to discuss the académic progress of a student .
who has been referred to the social worker fov "lack of mot1vat1én and
academic failure." Each-participant is provided-with her/his oyn role.
descriptibn, but no one has access 'to role descriptions of the other
actors. Following the session a group of observers identifies positive _i

features of the ro1e-p1ayiﬁg episode, and makes suggehtions for improved

communication to the participants. T w .

o
-

(Note: The role spec1f1cat1ons for this s1mu1at1on are based, in | ¢

part, on findings reported in Parra and Henderson (1980) Tra17ers may
fo
develop similar role playing simu]ations based on descriptive qbteria]

ot

pertaining to role perceptions.in. other groups.)

Teacher role

The teacher assumes the child is uninterested in school work because the
parents do not place a high value on education. .S/he believes that children's
intellectual potential is dependent upon the kind of inte]]ectug] stimulation - ;
experienced at home during the preschool years. Since the child in questioﬁ
is from a relatively poor Mexican-American family, s/he suspects that the

[}

-43-

51




L
R
!

experience to relate to curricular activities. The teaqherﬁiswnet"sure*that

- but s/he does believe it wou]d help if the parents would expose the child to

student's home environment provided 1ittle intellectual stimulation during:

the early chj]dhoed years. S/he suspects that the motivational problem may

% I

be partly a function of the child having too limited a field of intellectual

the effects of ear]y environmgntal deficiencies can be entirely overcome, S
AY

books, word games, and the like, and provide strong reinforcement for any kind

L]
¢

of academ1c effort the child might display. - . ‘\’K.

o' In brief, the teacher feels that it is the role of both parents and

teachers to foster intellectual development and motivation for ébademi;.echieve-
ment, S/he imagines that these parents dp not haye-very.high.aspirations for.
their children, .

Parent role

The parent has been very concerned about the child's. difficulty in schoo]

S/he has been re]uctant to initiate a conference because, wh11e s/he does

.- speak English, her/h1s limited vocabu]ary, frequent confus1on of pronouns,

and difficultieswith verb tense and noun-verb agreement is a source!oF em-

." 1 <

 barrassment with communicating with "educated" peob]e (S/he 1swen§re of some’

s 1

- of his/her specific problems with English because of recent,part1C1pat1on on,

A

an adu]t educat1on class.) Because s/he feels 1nt1m1dated her/his manner

during the conference is one of diffidence. S

P

The father -in this family works at strenuous manual. labor, anq/ne is -

periodically unemployed. The parents want something beﬁter for their children

and have dreams of them going to coltede and entering a%p%ofession. But
‘ ]

givenfiheir life circumstances and this child's present.Q?fficu]ties with

o . N ..;r' R o
school, the expectation that thesé dreams might be rei}iqed are more realistic

than their aspirations.

A
o
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These parents do value educat1on but they do not see the parent's ro]e
as a teacher of academic skills. In their view, teachers bear the primary’
responsibi1ity for the intellectual and academic socialization of children.

Ihe_pnlmany—nespens+br¥+&y—o€—*he—home*rs—to“faster—the ch11d's sdcial and

emotional deve1opment At the same time, the parents realize that ch11dreg ‘

must function in a variety of settings, and they wﬁsh the school would be
more sensitive to the chi1e's social and emotioﬁe1 needs. The youngsfer who
is the targe; of the presept conference often comes home from school feeling
defeated. Tee parents have almost stopped asking pim/her hHow school went
today because s/he has developed the feeling that s/he lacks the abi]iiy to
do school work. S/he admits that s/he has stopped try{ng. | |

In summary, the parent is very coneerneﬁ. S/he seeS‘tﬁe roies of parents

and teachers as partly overlapping but partly different. ;Ihe primarj sociali-

zation role of the school is to promote inﬁellectual and qga@emic development

4

'but teachers should also be concerned about social and emotional development.

The parent's most important responsibility is to provide for healthy social

and emotional development. That task is made difficult by the school's ap- 4;
‘@

’

parent insensitivity to these needs.

- Social worker's role ' , ) - .

’ h¢ vl

The social worker is not well acquainted with the cultural background of
the child in question, but s/he is sensitive to the possibility that cultural
factors ma; be involved in the problem.
. . During the initial stages the social worker takes the lee of faliditator.
S/he tries to keep the parent and teacher communicating and on the topic.
Her/his overa11 aims for this initial conference are 1) to identify the .

problem from both the teacher s and the parent's perspective, 2) to determine

the conditions contributing to the problem, from the perspective of both

J. | ‘ o
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- parties, 3)\to iaentify some goals that are.of ‘mutual importance to the
’parent and'teacher, and 4) to priorﬁtize the goa]s’for more detailed in-
structional' planning in subsequent_conferences.

As the discussion unfolds. thé social wofker decides to.add a more |,

4

specific objective to the more general goals identified above. S/he will
attempt to help the teacher and parent to develop some mutual role expecta-
tions to govern the interaction among. teacher, parent, and student.

5. Suggestions fgr assessing the role playing:

The group discussion of the role playing episnde should include a

consideration of the .following questions:

- a., What m1sperrept1ons on the part of the teacher became apparent?
(e.g., the expectat1on of Tow parental aspirations for the child).

b. What d1screpanc1es in role expectations for the statuses of parent
and teacher were revea]ed? : , , ,

3

c. What effect1ve techniques did the school social worker employ to
' achieve the conference goals and obJect1ves?

d.. Did the teacher or social worker behave in.any way that might in-
hibit open discussion (e.g., criticisms of the child instead of
objective discussion of skills or ma1adapt1ve behaviors, such as

. reluctance to try tasks, or fac1a1 expressions in reaction to
non-standard grammer)? _ " e

e. Did the social worker use appropriate procedures-.to help move the
discussion toward consensus (e.g., keeping the discussion focused,
‘use of summary statements to show progress, etc.)?

" f, In arriving at mutua1'goals for the child, did the social worker
make provision for both cognitive and socioemotional goals, and
was this ‘done with consideration of their interdependence?

g. Was the importance of providing the child with skills for self- .
management as well.as success experiences mentioned?

'Q
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’ Actiyi}y 2: SocidCu1tura1 Variatidns in Motivat%onJ
1. Type of Simulation: In;be;ket: '
2. Purpose: %5 examine ways in which different types of motives may be | .
" used toapromote academ1c effet | ,& .

- 3. Mater1a1 Memorandum from a bu11d1ng principal to tﬁe“schoo1 counselor,
. 4. Act1V1ty Participants read the memorandum and *
' *; a) decide what add1t10na1 1nfonmat1on would be needed initially, '

Co ..b) decide how to -obtain needed information )

c) formulate an hygothesis'to explain the problem behavior described"

‘.

in the memo, and !

d) suggest an instructional alternative to be tested in the classroom.

L4 .

0 ¢
:
. [}
L4 5
s .
M -
- -~ .
.

- Memorandum

TO0:  Mary Kahai, Counselor L +
FROM: Ken Kanaka, Principal, Bishop School ' L
RE: * Classroom Consultation |

One ef our 6th grade teachers, Ms. Jones, has been having trouble moti-
vating studenfs in her class. She is an exnerienced teacher and was ‘apparently
successful when she taught on the mainland, but this is her first year
teaching in Hawaii. A number of the children in her class are Hawaiian-
Americans. She has.comp1ained to me that the Hawaiian children.seem to have
very little achievement motivation and are therefore not likely to make much
acadenic progress. She has tried!to determine the current functioning level
of each child and to individualize instruction on that basis. Thus she feels
the work should not be too difficult, and she gives consistent social rein-

forcement for individual effort. Even so, the children cheat by helping one

7
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another whenever'they think they can get away with it, ) '

Ms. Jones has asked if she could try a token economy in her class as a

~ means of increasing academic effort. [ did not say absolutely no, but I did

ask her to talk with you agput some possible alternatives béfore she goes
: s

,ahead with it. It seems to me that some of the problems with this class may

come from her being a newcomer who is unfamiliar with the sociocultural

i -

characteristics of these children.

+
]

As a teacher who has experienced a good deal of success working with these

. children, I would appreciaté it if you would meet with Ms. Jones and me some- .

time soon to discuss' this situation. My main purpose in writing prior to our
meeting is to give you a chance to think about my idea 'that Ms. Jones' lack

of familiarity with the culture may be part of the problem.

5. §uggested Responses

a) Information ;eeded: You will probably need additional information ’
on the way in which work activities are strustured in the classroom.
It would be particularly interesting to know how goals and incentives
are organized. " ’ |

b) Obtaining the information: The needed information might best be
obtained through informal observation in the classroom, Observations
could be guided by the guestion "Who benefits or receives reinforce-
ment when children expend effort on tasks; the individual or thé
group?" Is the work of children compared with each other on a
norm-referenced basis?

For purposes of the present sample response, assume you find

that most work is reinforced on an indivjdua] basis, and that the

performance of children is compared with each other.

o6
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used to a more cooperative strategy.

© -49-

‘Hypothesis: Hawaiian-American chi]dreg will devote increased effort

to academic tasks if the classroom goal structure is changed from
the iqdividualistic‘and competitive approaches that are now being

.

Ratipnale: Some (esearch suggests that Hawaiian-Amgrican children .
are very peer oriented. They often try not to stand out from their ’ |
peers by doing better than they do, and they may achieve greater
satisfaction from assisting a friend than from individual accomplish-
ment. There, a form of instructiona1°organ{zation‘that structures
opportudities for children to help each other, and to work on
cooperative learning tasks in which everyone in the group benefits,
should be worth a try. Chgnging the goal structure in a way that \
makes classroom actigities more compatible with the cultural priorities
of the children may be less intrusive to the instructional proces%
than a token economy Qould be, and individually awarded tokens may be
counterproductiveoanyway, if the hypothesis‘is correct.
Counse]or'é suggestidns: Try using the children's desire to support
their peers and to subordinate themselves to the group by redefining
what is meant by cheating. Make it possible for children to refine
their own skills by helping each other. Set up ;6me tasks so that
each child can contribute at his/her own level to group objectives.
Reinforce the group for collective accomplishment, Avoid norm
referenced comparisons of the performance of individual children.

Take observational recordings of on task behavior for about a
week before implementing the change. Continue to keep records after

the change ‘in procedures, to see if the desired change in effort-

takes place. In this practical situation a reversal condition

v
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would probably not be implemented. Mo;t teacﬁers, understandably,
would want to let well enough alone. (The counselor would be
expected to deyise the system for observationél re;ordiﬁg that would
not be an unmanageable burden on the teacher.)

Activity 3: Family characteristics, learned he1p1eésness, an& alienation

71. Type of simulation:. case study

2. Purpose: To-examine alternatives to stereotyped explanations for
behavior problems and poor academic performance.

3. Material: Case study with‘information'on family background, school
achievement, intelligence test performante, and teacher and
psychologist interpretations of da%a.

4, kctivity: Critique the case study on the basis ¢f what you
know ébouq sociocultural characteristics, patterns of teacher/
student interaction, and learned helplessness.

The critique shog]d suégest alternative interpretations and.

recommended actions. |
Case Study

Andrew: Age, 13-1, Gradé 7.

Andrew W. is a black 7th grader living in an inner city area. School
records indicate that his mother is unmarried and that she supports her .
family by working as a hotel maid. Andrew has three sisters and a younger
brother.

Andrew's teacher is concerned about his poor academic perfoqmance and

disruptive behavior in the classroom. He seldom pays attentian to instrucffbns,
and finds as many wa}s as possible to avoid startiﬁé on an assigned task. |

He often dismisses an assignment by saying "I can't-do. that." Even When

N
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he does start on an-assignment he seldom sticks with it for long. Instead,
he moves about the room disturbing the work of other students. When he
does work on an assignment he rdshes through it, putting down poorly‘thdught
out answers and disp]ayin?'minimum effort. |

A standardized achie/ement.test'administered at the beginning of the year

indicated that his math performance was at grade level 5.2, while reading

‘was 4.1.

B Academic achievement is not the only source of concern. The teacher
thinks he shows signs of mild emotional or social maladjustment. This conclu-

sion is based_largely on Andrew's apparent inability to concentrate on school

tasks, and on the fact that he seems to have little ability to control im-

pulses in the classroom. For example, when he does participate in a class
discussion that interests-him, he blurts out his ideas without waiting his
turn. On some occasions whé; the teacher "gets on his case" about that, he
has responded by getting up and leaving §Fhoo1 for the rest of the day. His
attendance is marked by frequent absences. Anecdotal records—in the file
indicate a history o’ this behavior and the fact teachers have interpreted
these behaviors as signs of poor social adjustment and lack of respect.

éince Andrew is a poor student, the teacher regards him as an undesirable
role model for his peers. S/he is distressed E?at the other students seem to
Took up to Andrew. This is a particular concern because Andrew has a.great
deal of influence with his peers. They gather around him, listening to his
hip talk in which seems an adm{ring way. He can get most of the kids in
his class to do about anything he ;ants them to. |

Recently, his ieacher referred him for test ng. §o far only one test,

the WISC-R, has been administered. The verbal 1Q was 84, the performance

IQ was 100, and the full scale IQ 90. The teacher wanted an MA score to get

39
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a notion of Andrew's developmental level. mThe psychologist reported a test
age of 11.6. .

In a-conference the teacher and school psychologist agreed the problem
'was probably a motivational one, since Andrew was not performing up to his
potential, as indicaped(Py the WISC-R. The teacher suggested that the lack
of an achieyement oriented male role model in Andrew's hoﬁe may be:responSible
for his lack of infefest in academic work, and his failure to put forth the
necessary effort to achieve. The psychologist agreed. Since Andrew does not
seem responsive to the.teacher's attempts at positive social reinforcement, the
psychologist .finds it difficult to recommend an intervention that might over-
come the effects of apparent deficiencies in the home environgent. The recom-
’ménded action was to meet with Andrew's mother and try to convince her that
the boy be assigned to the resource teacher, on a“"pu11-out" basis. _-' g
5. Suggested Response: |

The assessment that Andrew's basic prob1gm is a motivational one is
protably correct, but the exp1anation'fbr it may not be.

Even though the WISC-R may be culturally biased, the fact that Andrew's
academic performance is }ower than one would predict on the basis of IQ
‘scores sugges?s thét he may be achieving less than he might be able to achieve.
In fact, the WISC-R verbal IQ is very likely depressed as a result of the
middle class bias of the language tasks sampled by the test. This is
suggested both by the higher pérformance score and by Andrew's apparent
facility in the use of language to inf]uenée his peers.

Alternative explanations for Andrew's lack of academic motivation and
disruptions of the class should have been explored. First, it is possible
that Andrew has experienced a long history of failure on academic tasks, and

he may be convinced that even with effort he cannot succeed. By finding

60
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ways to avoid trying, or exbending effort, he may escape the humiliation

of attributing failure to himself, Since teachers tend to respond more -

favorably to students who pay attention and try than those who do not, the

prqblem is perpetuated and performance may show*increqsidg deterioration.

When Andrew bursts into a discussion without waiting his turn, it may'
be as much an indication of interest as of lack of respect or social maladjust-
ment; When this show of enthusiasm is rebuffed, Andrew is_like?y'to see it
as con%irmation that his efforts.wi11 always be received negatively. Alien-
ation is a natural response to such "no win" sitﬁations.

The hypothesis that the motivational problem derives from fémily circum-
stances is non-productive. Even if-one accepté the stereotyped explanation,
educators cannot place an achievement oriented male role model in the child's
home and convert the family irto the nuclear prototype so valued (in spite of
its steady demise) by white, middle class American;. |

The alternative hypothesis, vhat the observed pattern of behavior has been
derived largely from the boy's experiences in school lends itself more easily
to instriuctional modification. Rather than remove Aadrew from the class, it

would be fruitful to searcq for ways to capitalize on Andrew's ability to

influence his peers. Make success possible for him by giving him a role

_in setting his own objectives and taking responsibility for the monitoring |

of his own progress. Once success is possible, Andrew should be helped to
see the relationship of effort to outcomes. An atmosphere in which coopera-
tive rather than competitive goal structures predominate would probably
facilitate the process, and such goals would articulate well to efforts to
structure situations inwhich Andrew can have a positive influence on his

peers (cf. Johnson & Johnson, in this series).
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Activity 4: Attention, task persistence, learned helplessness,

teacher expectancies, social system perspective ) - @

1. Type of Simulation: Transcript of interchange

2. Purpose: To identify and critique the central assumption of the
interchange, with particular attention togimplications of the social system
perspective and the literature on learned“helplessness and teac'er expectancies.

3. Material: Traﬁscript of an interchange between a teacher and a school .

principal. .
4. Activity: Participants will read the transcript and
a) identify the main assumption regarding the problem behaviors
discussed. 1 | : 2
' b) suggest an alternative explanation incorporating information on
teacher expectancies, learned he]pléséness and the social system
perspective.
Transcript
The following transcript provides a record of an interchange betwéen a
teacher and a principal. They are discussing a child for whom the teacher has. . ..
requested psychological assessment. The child is George, é black t%ird'grader.
Teacher (T(? Icam é;hcerned about George. He isn't making much progress
in this class and I think he may have a learning disahility. He ’
doesn't pay attent}on, and when he bothers to do his written work
he hurries through it without carina what answers he puts down.
'He just doesn't seem td take notice of any of the details of the
assigned exercises. It's bad enough that he doesn't pay attention
to his own“work, but he 1s continually out of his seet bothering
other children. According to the teachers who had him before he
has been this way since the very beginning. I thiﬁk he should be

referred for psychological evaluation. He might be better off in
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"a special class.
Principal (P): What do you do when these things hapben: When he
doesn't pay attention, for example?
T: Well, I tell him to look at me and pay attention when I give
| directions, and to get it thé'fir;t time because I don't intend to
keep repeating the instructions.
P: And what about his failure to attend to &etails in the written
work you assign? . |
T: ‘We11, I don't know exactly what it is. It's pkobab1x more than just
one thing. As I said, he.doesn't seem to notice details. But mostly
I think he juﬁt doesn't care, or isn't willing to put out the effort,
He almost seems proud that he doesn't try. Then, of course, there is
his hyperactivity. I suppose it's all part of the same problem. He
just can't, or won't, attend. : He's all over the room when he should
¢ .be working. It seemsllike I'm continually telling ﬁim to sit down
.and do his work and to stop disturbing the other children. Once I
do get him back to work he's very distractible. Any little thing
that happens will'pu11 his attention away from his work. He just has
no task persistence at all.
P: Well, you could be right. There could be a learning disability.
If he's having perceptual and attentional problems, for example,
that could explain why he has trouble with details and tends to be
so distractible. I will schedule him for a¥sessment next week and
maybe the psychologist can figure out what the problem is.
5. Suggested Responses
a) George is being labeled as inattentive, distractible, and hyper-
active, The tone of this conversation sudgests that these charac-

teristics are assumed to be qualities within the individual. The
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search for a learning disability diagnosis suggests a medical model
interpretation of George's problem.

If George has displayed this pattern of behavior for a long time, as
informatfbn from his former teachers suggests, there is a goéd chance
that teacher expectations regarding his potential academic performance
have peen low all along. Remarks of the present'tea;her suggest that
much of her interaction with George is aimed at controlling his behavior )
rather.ﬁ@aﬁ teaching him specific content or skills. Initial fai{ure
to confdkm to achievement and behavioral norms may thus have put
George in a position of failing at school tasks, receiving responses
that did 1ittle to help him acquire necessary skills for successful’
performance, followed by further failures. If f;;?\Were-the case, he
could well come to feel incapable of-doing the tasks presented at
school. According to what is known about learned helplessness,
diminished effort and lack of attention would be predicted in that
situatijon.

If this scenario were true, George's behavior could be better
understood from a sociai structure than from a medical model perspective. .
The labels being arrived at designate his status in the classroom e
social system. They are not traits that are intrinsic to his bio-
logical nature, or evidences of disease. The labels carry expectations

that may influence George's continuing behavior and the behavior of

others toward him in the school situation.
N -
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V. Readings and References

"

A. Primary Readings

Brophy, J. E., & Good, T. Teacher-student relationships: Cau{}s and

consequences. New York: Holt, Rinehart & Winston, 1974.
This book presents an extensive review.of researéh n teacher
expectancies and variations in teacher-pupil interaction/ patterns.
Relationships be:ween interaction patterns :xnd student _haractefistics
are presented. Successful approaches for changing int ragtion S '/
patterns that bias the learning opportunities of children are i

described. ' / \

Cordasco, F., & Bucchioni, E. The Puerto Rican experience: A sociological

sourcebook. Totowa, New Jersey: Rowman & Littlefield, 1973 ' k

This sourcebook may be used as an alternative to J. M. Ballardo.
It provides information on the island background andfthe migration
of Puerto Ricans to the mainland. A separafe sect@dn deals with
repression and resistance, and with conflict and/écculturation
processes on the mainland. The section ent1t1e¢ “"Education on the
Mainland" is'especially relevant to the concepgé presented in this
module. ,/

English, R..A. Socialization and black family life. InL. E. Gary (Ed.),

Social research and the black community: Selected issues and

priorities. Washington, D.C.: Institute for Urban Affairs and

Research, Howard University, 1974, pp. 39-52.
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Gallardo, J. M. (Edff?ﬁfhe Puerto rican experience {Proceedings of

L

'\/ the conference on education of Puerto Rican Children on the
Mainland, Oct. 18-21, 1970). New York: Arno. Press, 1975.

This slim volume contaips-a.0011ection of papers on
educational problems faced by Puerto Ricans on the mainland.
Reactions of conference'participants to- each presentation are
included. Language problems‘and the need for bi]ingua{ education
forms a major theme: . Presentation; on: the cu]tura]_ﬁackground of

‘the Puerto Rican child by Juan J. Maunez and Carmen Silva Garcia

are of particular relevance to this modu]e.éegmént.

Lightfood, S. L. Worlds apari: Relationships between families and

schoo1s. New York: Basic Books, 1978,

‘ - This book m;y be used as an alternative to the chapter by
Eng1ish. In this book a chapter entitled “Boundaries and Bridges;_
describes the conflict between schoois. and black families. Concepts
from siructural sociology (e.g., role definitions and expectations).
are called upon to describe home/school discontinuities. Due .
attention is also given'to discrepancies between theoretical | ;
conceptions of Parsonian ;ociologists and the real environments of
children. Chapter 4, entitled "Black Dreams and Closed Doors"
challenges the assumption that blacks have low educational

.aspirqtions_with historical information on the importance blacks

have attributed to education. See the review of this book by

R. W. Henderson, Joufna] of School Psychology, 1980, 18, (1),

Y
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'Montie1, M. The Chicano family: A review of research. Social Work,

March, 1973, 22-3t. 2

¢

1)

This article. presents a critical examination of research on

the Chicano family, the "machismo cult,"™ socialization, processes,

and interventions designed to remedy presumed deficiencies in_the

- functioning of Chicago individuals and their families.

S 4
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APPENDIX A
Key to Self Assessment Items

The code following the answers indicates the maJor concept/sub-concept

and page numbers where the material is located.

]o

Choice b is correct. Culture is a broad concept encompassing all of the
learned, shared, and transmitted behaviors characteristic of a group of
people. Cu]ture can refer to the characteristic habits of a large group
of people, such as those who are members of the society of the United
States of America, or tc more restricted groups, such as Mexican-
Amer1cans)or Sioux Ind1ans. (Cultural diversity and stereotyping/culture/ -
pp. 13-14

Choice a is correct. As the concept is used by American anthropologists
and sgpio]ogists, the term society refers to the collection of individuals
who 1ive together in an organized popu]ation. The focus is on the peop]e
rather than on their behaviors. Society is distinguished from culture in
that culture focuses on customary behaviors and products of behavior shared
among people in a given society. (Cultural diversity and stereotyping/
society/ p. 14)

Choice ¢ is correct. A social status is a position within a social system.
Available statuses may be named (e.g., child, school psychologist), and
each individual occupies several statuses simultaneously. The behaviors
that dre expected of an individual occupying a given status constitute the
role for that status. Ascribed statuses are based an characteristics that
are not sgbject to purposeful modification. (Social status/social role/
pp. 14-15

Choice d is correct. From the social system perspective, children acquire
various statuses on the basis of their behavior in one or more of the
social systems in which they participate. These statuses include designa-
tions such as retarded student, gifted student, and emotionally disturbed
student. Mental retardation and emotional d1sturbance are the designations
for the roled (expected behaviors) associated with the social statuses of
mentally ;otarded and emot1ona11y disturbed. (Social status/social role/
pp. 14-15 .

Choice b is correct. Locus of control refers to characteristic expectations

an- individual has concerning whether s/he has control over his/her cir-
cumstances, or whether such matters are beyond his/her personal control.
The first of these conditions is referred to as internal control,

the second as external control. The term experimental control has nothing
to do with individual locus of control perception. (Cultural diversity’
and stereotyping/locus of control/p. 40) ’

Most social science literature has portrayed the black family as a

single parent family dominated by a mother. This family form has beer
identified as the source of various social problems. The claim has been

0% 7
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made that this form is derived from conditions of slavery which broke
up family units.” Revisionist scholars have presented neglected data
indicating that even in slave times, a sizeable proportion of blacks
managed to maintain two parent families, and the stereotyped single
parent matriarchical family does not represent the majority of black
families in either the past or the present. (Cultural diversity and
stereotyping/family characteristics/pp. 18-20).

Traditionally, the social science literature has presented the Mexican-
American. family as a father dominated,authoritarian structure. The
father's word was law and his wife and ¢hildren were expected to behave
with unquestioning obedience. The wife's place was in the home, and

the father represented the family in matters outside the household.

This fam11y\type is’ usua]]y presented as though it were present with
only nminor modification in Mexican-American and Chicano households.

The Mexican family and the transplanted version of it is described as

an extended family unit, with households including grandparents, married
offspring, and their spouses and children, and sometimes other relatives.

This family form is usually contrasted with the nuclear family
that is considered typical among middle-class Anglo-Americans. A
nuclear family consists of only a husband and wife and their own bio-
logical offspring. -

Mexican-American scholars have recently challenged this charac-
terization with data suggesting that even in Mexico the extended family
is not as common as has been suggested, and that among Mexican-American
families, egalitarian values are dominant over authoritarian, patriar-
chial va]ges. (Cultural diversity and stereotyping/family characteristics/
pp. 20-22 .

In psychology there has been a widespread belief that achievement moti-
vation is essential to academic and economic advancement. Affiliation
motivation, on the other hand, has been considered as detrimental to

the kind of individualistic achievement necessary for academic success.
Those who are more motivated by affiliation needs than by individualistic
achievement strivings are likely to put concern for interpersonal relation-
ships and obligations over economic personal gain or a competitive advan-
tage in scholarship. Some recent research with Hawaiian groups suggests
that affiliation motivation need not interfere with academic achievement,
Positive correlations between affiliation motivation and achievement

have been reported. Affiliation motivation and achievement motivation
might be alternative systems, each of which might have advantages within
the value context of given cultures. (Cultural diversity and stereotyping/
maturation/pp. 27-28)

Much of the’'literature on Latin American culture has stressed the

* fatalistic outlook of people from these groups. Wnen an individual

fails it is seen as the work of fate rather than a circumstance to
be overcome. Some research suggests that the fatalistic orientation
described for Puerto Ricans and Mexicdns may not be applicable to
Hispanic families in the United States. (Cultural diversity and
stereotyping/family chdracteristics/pp. 28-29)
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, field dependent cognitive styles, Mexican-Aperican éh 1d realri gt J :

. .

The popular stereotype of the Mexican-Americ fam11J a;/éf tructu e
in which children cannot question authority /goes on uggest t %;
these rigid socialization patterns produce nncreat1v childrén w:

practices are also purported to inhibit initjative ap individda 1)st1c //
achievement patterns. Revisionist scholars have condgmned these f
overdrawn generalizations. Research with Mexica -Am§r1can families

has demonstrated a substantial degree of heterogepeity. (Cu]tura]
diversity and stereotyping/socialization/pp. 20-2 )y
Research on cultural differences in cognitive sty e has shown with ~;-
some consistency that Mexican-American children tend to be field
dependent while Anglo children tend to be more f1e1dgindependent
Within each group, however, the range of individyal ldifferences is
substantial, and some research has failed to show such differences.
Some investigators advocate that children should be taught by/
teachers whose cognitive style matches their owd. The research on
this approach is inconsistent in its results.| Others advocate that
teachers be made sensitive to both cognitive 5tyles and that instruction
be organized to help children to function "bicognitively." This
approach awaits thorough evaluation and repligation. (Cultural o
diversity and stereotyp1ng/cogn1t1ve sty]e/ppr 23-27)

Because of 1ncongru1t1es between the cultures of the home and school,
a minority child may lack precursor skills that many teachers take o
for granted and never teach directly. Thus, this child's chances
for initial failure may be greater than those of a middle class child.
The greater the d1screpancy between the cultures of the school and
the Mome, the greater is the possibility of initial failure.

Besides the possibilities for early failure on standard school
tasks, teachers often hold expectations or poor classroom behavior
and less potential for academic progress for children from minority
and lower socioeconomic groups. The combination of the child's
difficulty with initial school tasks and the teacher's expectations
may -influence the teacher to spend a disproportionate number of contacts
with this child managing his/her behavior rather than communicating
curriculum relevant content and skills, As a result, the child may
fall further and further behind, and a pattern of failure may set in.
If the child has been expending effort on the school tasks, s/he may
come to believe that failure is the result of a lack of ability to
do academic work. A maladaptive pattern whereby tasks are not initiated
and effort is withheld may develop as the child comes to feel helpless
to overcome, these difficulties. .

The perception of helplessness may be limited to academic tasks.
A black child with a good jive walk and facility with hip talk may
be a leader in the peer group even if not the shining star of things
teachers hold dear. (Teacher expectations and student performance/
learned helplessness/pp. 30-57)

Teachers often hold expectancies that minority children will fail

to make good academic progress, and that their behavior is more likely
to be disruptive than that of non-minority students. These expectancies
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may be influenced by a variety of circumstances, including spggéal '
labels-applied to children, and actual observation of behavior and ‘
.achievement. Whatever the determinant of the expectation, the teacker

: : is 1ikely to spend less time :in supportive interactions with these
students, and more time in efforts to dominate and cointrol social
behavior. Communications are 1ikely to involve less information
about skills and information the child needs to progress academically,
and more behavior management concerns. Minority children who fall
into this pattern of interactions with their teachers are deprived

of full access to the curriculum. (Teacher expectations and student
performance/differential student/teacher interaction patterns/pp. 30-57)

14. There §s considerable variability in children's behavior when they *°
enter school. If teachers and psychologists do not take special pains
to assure that children have the necessary precursor skills to accomplish
the” tasks presented to them, they have a s1im chance.of accomplishing
the instructional objectives. .Fach objective may be pre-requisite to
- others, so the child in this condition slips progressively further
behind those children who nossess the prerequisite skills.

Children whose behavior violates the cultural expectation of
teachers are also likely to be at an initial-‘disadvantage in the
classroom, and the effects of the disadvantage may be.cumulative.

* Culture violating behavior beco(é;nthe focus for conflict with the
teacher. Instructinnal time is sumed in confrontation.and behavior
management rather than content and skill related interactions. A
(Teacher expectations and student perfurmance/group norms/pp. 30-39) -

9
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Ty - APPENDIX B

“Responses to Exercises

Exercise 1

W
1Y

Model Response
Responses to this exercise will differ depending on the groups chosen for _
comparisor and your own knowledge of the groups in question. Past experience
with this ‘exercise suggests that the characteristics 1isted often reflect
sterotyped views of ethnic and racial groups. Responses such as "lack of
future time orientation," "uninterested in schood learning," and "unahle to
delay gratification" are common with reference to several minority groups.
Rarely can the Characteristics listed by justified as broadly applicable
generalizations about the:"culture" of the groups named. As you will see

in this section, conceptions that social scientists have offered to heTp
educators become more knowledgeable concerning the childien they teach have
sometimes contributed to cultural stereotyping.

Exercise 2

oo

Gbjectives: No. lc, No. 1d, No. le, No. 2

)

nge1 Response

Mental retardation is defined in relationship to specific social s:tuations.
The behavior of an individual may be seen as deviant or sub-normal in the
school situation while behavior of the same individual in another social
setting may not be considered as deviant at all. In the first of these
situations developmental deviance may be considered as an acquired status.
The person who occupies this status and is labeled as retarded plays that
role," and other people relate to those who occupy the status of mentally
retarded in accordance with the behavioral expectations for the role associated
with that status. Educators should remember, and help their colleagues to
understand, that from a social system perspective, mental retardation is a
designation for a positicn within a social system rather than a quality of
ghe individual. The same may be true for other statuses, such as emotionally
isturbed. .

Exercise 3

Objectives: No. 1, No. 2, No. 3, No. 4

‘Model Response

The specific response to this exercise will depend on what groups are chosen

~for attention. In general, however, social scientists have used pathology .
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Exercise 3 (continued)

_models to describe the influence of a number of ‘minority group families on
their children. The matriarchial form common among black families’and the
Aauthoritarian, patriarchial form ascribed to Hispanics have been seen as
providing socialization experiences that are detrimental to the development
of the kind of motivation agsumed to be necessary to.academic success. -'His-
panic groups have also been described as fatalistic--a quality considere’ )
to inhibit the use of effort tp overcome obstacles. It now ‘appears that many
qf these conclusions were overgeneralizations from 1imited samples, and do
not represent conditions present in the majority of minority group families..
Furthermore, long range achievement and adjustment do not depend solely on
‘the characteristics the child brings to school. Just as important is the

.~ response these characteristics elicit from educators. Over the-long haul,
the reciprocal relationship is likely tp'be the determining factor. This
suggests that educators should be aware of these interactions and make sure
that children are not treated in a way that deprives them of skill and,con-
tent relevant interactions. ;

:
b}

~, ]

'Exergﬁse-4

Objectives: No. 1k, No. 11, No. 1m, No. 1n, No. 3, No. 6 - -

Model Response ‘ : B

There appear to be group differences in preferehces for modalities (e.q.,
aural-oral vs. literacy) and coanitive styles (e.g., field dependence/
independence. However, these differences only represent differences between
the averages of groups. There is a substantial range of individual variation
withiqta-given group on dimensions such as these. Thus, care should be exer-
cised to avoid stereotyped assumptions that a given child will have a given
style or preference on thé basis of her/his group membership.

i

-

P

While there are average differences between groups on both cognitive style

and socialization dimensions, that does not necessarily mean that the social- ™,
jzation practices produced the preferences with which they are statistically ]
associated. The causal relationship has not been firmly demonstrated for

any ‘given socialization pattern and a given style. Furthermore, ethnic group °
membership and socioeconomic status are often confounded in studies that
compare groups on dimensions such as these. Thus, one cannot assume that
authoritarian child rearing, for example, leads to field dependence. Where
there is reason to believe that children are unable to profit from a given~
type of curriculum or method of instructidn, that suspicion may be a justi-
"fiable basis to experiment with instructional adaptations aimed at providing
materials and methods that:are congruent with the child's approach to the
processing of information.’ ' . '

While instructional adaptation is desirable, the utility of formal diagnosis
to that process has not been clearly demonstrated. Cognitive style, for
example, may be measured in different ways, and those different approaches
do not consistently yield the same assessment. Moreover, the measures that
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Exercise 4 (continued)

have been used in most descriptive and laboratory research do not yield clear
predictions of children's responses to different instructional approaches.

Informal behavioral assessment of children's responses to given kinds of
instruction is probably a better basis for adapting to the instructional

needs of given children than "personality" measures. It is best to be sen-
sitive to needs suggested by children's approaches to specific materials and
instructional styles,' Flexibility in style shouid be the aim. For example,
if there really are group differences in modality preferences, children from

a literacy tradition may be as much in need of aural-oral practice as children
with aural-oral capabilities are in need of skills associated with literacy.

Exercise 5
Objectives: No. 2
Model Response

fou might suggest that the teacher capitalize on the children's supportive-
ness toward one another and on their concern for the group by organizing
learning activities around a ccoperative goal structure. As a school
psychologist you migh* also help to design the means by which the teacher
may assess the effects of this instructional adjustment on attitudes toward
learning., Systematic observational recordings of time on task and task
completion would be appropriate. Information on affective responses to the
change would also be important.

Exercise 6
Objectives: No. 1p, No. 1q, No. 2, No. 3, No. 7, No. 8
Model kesponse

First, it is not at all clear that Hispanic populations in the United
States are any more fatalistic than other groups. Fatalism reported for
these groups may actually only reflect greater feelings of futility on the
part of people of 1imited education or economic means, and people of His-
panic heritage are over represented in the lower economic segments of
American society. Some evidence indizates that when level of education was
controlled, Mexican-Americans and Anglos did not differ on the dimension of
fatalism, . _
¢ ¥ :

Some childrea whose social behavior or preparation for formal schocl work
differs from the norms of the classroom may seem fatalistic about their
school work because a pattern of failure experiences sets in earlyv. They
may learn to feel helpless, or to believe that they lack the ability to
succeed at academic work. Accordingly, -they may try less because previous
cxperience has taught them that they cannot overcome their academic diffi-
culties with effort. . , "
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‘ Exercise 7 * .
Objective: No. 5
ﬁode1‘Re$ponse5

+ Research has shown that teachers hold different ekpectations for children
who vary along a number of.personal characteristics and behavioral dimen-

5 sions. The following variables have been fourid to be associatc - 'th dif-
. fef”ht1a1 teacher expectat1ons and behaviors:
student sex . ' > o

student social class ¥
student ethnicity -
¢ studert English language proficiency
: student physical attractiveness -
student achievement .
_student academic motivation

]

It has not been clearly demonstrated that these character1st1cs themselves -
are the main determinants of teacher expectancies and responses to students.
It seems reasonably clear that most teachers do not respond to children
solely on. the basis of their racial, ethnic, or socioeconomic class identity.
This section develops the argument that teachers are likely to respond to »
sociocultural characteristics that vary within subcultural groups.

Exercise 8
Objective: No. 5
Model Response

Teacher's communications to students for whom they hold high expectations
tend to be more supportive, more reinforcing, and more related to the
skills and content of instruction than are their messages to students for
whom their expectations are low. Conversely, teacher behavior toward low-
expectancy students tends to be less supportive and more aimed at behavioral
control and management, as compared with their interactions with children
for whom they hold high expectations.

Exercise 9

S

Objectives: No. 2, No. 5, No. 7, No. 8 o
Model Response

Students from a variety of culturally diverse backgrounds may lack the pre-
cursor skills and concepts necessary to succes:d at the tasks presented in
school. t&,the degree that the concepts learned in the family context differ
fron those”assumed by the curriculum children may be at risk to fall into a
pattern of failure. Children who experience failure even when they try may
come to feel helpless to overcome their difficulties with school learnina.
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Exercise 9 (continued)

*

Corisequently, effort may be reduced. Children who experience such feelings
of helplessness often fail even at tasks that are within their capability.
Teachers and support personnel involved in the assessment of .children who
have -experienced repeated failure should take steps to make sure they are
testing capability, in,so far as possible, rather than just performance.
Careful attention to motivation and reinforcement of effort attributions may
help. Even so, interpretations of test results should he tempered by the
realjzation that children who have experienced repeated failure experiences
in school may be more capable than test results suggest.

’ Exercise 10

Objective: No. 9 _ ' : g
Model Response ‘

The:teacher could use any of the following approaches that have proved to
help in a]]ev1at1ng feelings of learned helples,ness

1. Make sure the student is prov1ded with a purpose for 1earn1ng "You
will need 1t when -you grow up" is a cop out. '

2, Include the students in the dec151on making process relating to the

determination of goals and activities. .

3. Teach self-management skills to support the students 1nvo]vement in
goal and activity selection.

4, Establish non-competitive goal structures, in-which norm- referenced
comparisons are avoided.

5. Cue and reinforce effort attributions.

6. Provide reattribution training.

'.
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Racial and Cultural Variatioris among
American Families: A Decennial Review of the .
Literature on Minority Families*
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This article is a review and assessment of the past decade’s literature on Asign-
American, black, Chicano, and Native American families. The authors report
that, prior to 1970, minority families were subject tv negative stereotypes which
.were not empirically supported. In the case of blacks and Chicanos, the family
literature of the 1970s represented an improvement because it depicted the
positive aspects of their family life. Theory and research on Arian and Native
American families remained, too limited to make any generalizations about their
family lifestyles. The insider-outsider perspective continued to be a source of con-
(roversy in the study of minority families.

Av b institution the family confinues to be a
. whpvt of intense and controversial public
,onvern. This interest is generated, in part,
py the lack ~€ concensus on what its form and
qunwtion should be. In the case of minority

s, the controversy is heightened by their
depiviion in the literature and an ongoing de-
pate over how their family lifestyles relate to
 he targer society. Before examining how this
e was expressed in the family literature of
the seventies, it is necessary to place some
w.mwters around our definition of minor-
uics. Too global a definiti n of “minority”
miliates against the purpose .and scope of
o decade review. Hence, those groups of
wterest are any collectivity whose mémber-
ship I derived from a shared racial identity,

1
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with high visibility in the society and «
devalued social status: ie., Asians, blacks,
Chicanos and Native Americans.

Given the American commitment to the

concept of a melting pot (i.e., the blending of

diverse racial and ethnic groups into a
standard prototype), there should be no necd
to study, minority families separately. How-
ever, that ideal has never been translated into
reality. Instead, we-have what Gordon (1964)
has described as ‘“Anglo conformity’’: an
assumption of the superiority of Anglo-Saxon
culture and the devaluation of all othcr
forms. This conflict between the melting pot

theo-  -d the dictates of Anglo conformity is
exr ' .where better than in the family
ik + .. 'rorities. Thus, this decade
J . -2 tuan an assessment of basic
t.- .., rosearch, it is also part of an on-

- . e about idéology and-its"role in
the onceptualization of minority-family
lifestyles. .

“The role of ideology is not unique to the
field of the family or racial minorities. Under

the rubric of the sociology of knowledge, it
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has been asserted that the social location of
the individual.within a given society will in-
fluence the knowledge he possesses (Mann-
heim, 1936). Since the study of minority
families has been dominated by white,
middle-class males,. a debate centering
around the “insider-outsider thesis” has
arisen (Merton, 1972; Staples, 1976a). One
side contends that indigenous minorities

possess a special capacity for understanding. .

the behavior of their group, while the other
side contends that thé use of objective

scientific methods nullifies the racial mem-

bership of the investigator as a significant
factor. Those holding the latter view often
choose to conceptualize the whole issue as a
conflict between ideology and science (Den-
nis, 1976). .
The argument is compounded by the’ divi-
sion of minority family researchers into
empiricists and nonempiricists. Many minor.
ity researchers have used the essay and quali-
'tative analysis as their main tool in under-
standing minority families. In part, this is
due to a desire for a broader understanding of
the behavioral processes that animate the
family life of American ‘minorities. Since
white males dominate the quantitative studies
of minority families, they have-often dis

" credited their minority counterparts with the

charge of being polemicists and substituting
speculation and ideology for objective data.
The white male’s claim to a monopoly on ob-
jectivity is countered by Myrdal’s (1944;1041)
conter’jion that “biases in social science
cannot be erased simply by ‘keeping to the
facts’ and by refined methods of statisticat
treatment of the data.” Facts, he notes, and
the “handling of data sometimes show
themselves even more pervious to tendencies
towards bias thanidoes pure thought.”
Questions of objectivity versus ideology
would be beyond cavil were it not for the fact
that for a very long time, minority families
were treated pejoratively in the family litera-
ture. At the end of the sixties, the consensus
was that minority families were negatively

different from the middle-class Anglo family,
‘system. The source and 'nature of their -

deviance was nevcr agreed upon beyond the
fact that they generally constituted dys-
functional units and represented ‘barriers to
their group’s mobility (Staples, 1971). Part of

-

A

tinguish between factors of class and culturg
in their family lifestyles. This also repre

sented a methodological flaw. In an ana’ o
of empirical research in the Journal o
Marriage and the Family during the period of
1959 to 1968, it was found that only 7 percent
of the Journal's articles reported oa

* lower-class populations. In contrast, almos

all the research on minority families, in the
same period, had lower-class groups as the
subject population (Lieberman, 1973:18),
While lower-class minority families were
often compared to middle-class white families

-and -found wanting, a central question. per-

sisted. That question might be ‘best framed
as: What is the relationship of the family to
the larger society? Does the family simply
respond passively to the forces it encounters
or is it a unit that acts as a conduit for the
mobility of its individual members? In other
words, does the family structure determine
social achievement or does social achievement
influence the form of the family? Belief in the
determinancy of family structure on social
achievement was the prevalent position in the.
study of minority families for many years. It
was this underlying attitude which gave the
study of minority families more than

» theoretical implications. Since research find-

ings can be and are translated into putix
policy that, in turn, impacts on the bfe
chances of minority individuals, the study of
minority families becomes extremely cons<
quential. Thus, it is imperative that all vicws
be given a fair hLearing in the famul
literature.

THE BLACK FAMILY

_At the end of the sixties, controversy i
still raging over the Moynihan (1965 f‘P":“,
Moynihan’s assertion that “at the root of {
deterioration of Black society was ! o
deterioration of the Black family” Stlmul.llw
a plethora of theory and research. Over Y
books and S00 articles related to the bl':!;-
family were published in the last decs o
That 10-year period produced five times tt‘:;c .
black family literature than ha e
produced ! .al! the years prior to 1970. !““‘
early stages of the decade, such rc:sea.l'c,"m.e p
primarily.in response to the work of Ft o
(1939), Moynihan (1965). and 33":’“ (e
(1966), who had uniformly depicted

the ~probtem —in —understariding ~minority _ Tower-class black family as pathologi3

families was the failure of researchers to dis-
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panded into studies of the black family as an °
autonomous unit.

Along with the expansion of black family -

research came the development of new theo-

. retical constructs. Allen (1978) has identi-

fied three ideological perspectives in research

done on the-black family: the cultural deviant

apprdach; the cultural equivalent approach;

and the cultural vyriant approach. The

cultutal deviant approach viewed black

families as pathological. The cultural equiva-

lent perspective conferred a legitimacy upon

black families as long as their family lifestyles

conformed to middle-class family norms, The

cultural variant grientation depicted black

families as different, but functional, family

forms. In an analysis of the treatment of
black families- in the research literature

between 1965 and 1979, Haynes and Johnson

(1980) discovered that, in the seventies, the

literature shifted dramatically from the

cultural deviant to the cultural equivalent

perspective. The cultural variant perspective,

which views the black family as a culturally
unique, legitimate unit, continues to be under-,
represented in mainstream journals. In fact,

onlyinthe predominantly black journalsand in

the special issue of the Journal of Marriage
and the Family on black families' does a

Cultural variant perspective prevail. These

leurnals account for 74 percent of the articles

Published on the black family using such a

perspective, : o

leor;v

Since research on black families has as its
Ominant orientation the cultural equivalent
3pproach, it would appear that the assimila-
tion model guides most of ‘the empirical
studies, However, it remains the case that
Tuch research on the family is atheoretical.
‘0 the last decade, two new theoretical con-
structs were applied to the study of black

. families, The fiest and most common one is

f?"ed the “Africanity” model. The under-
*INg tenets of this model are that African
it were retained and are manifested in
lack styles of kinship patterns, marriage,
lq!;lalluy. and childrearing, etc. (Staples,
4: Nobles, 1978). While it is an axiom of
Man existence that no group loses all of its
::;l.'“rﬁl heritage, the precise locus of African
\em“'s n black family lifestyles remains an
arbrcal question. It is possible that the
NCanisms that ‘exist are so fused with

‘in origin. At this ju

" systematic research.

L)

American traits that it is impractical to seek
specific behavioral patterns, values, and
structural features that are uniquely African
on ‘an abstract level, untested by any

Another conceptual model applied to the

study of black families is the “internal,

colonialism” approach. It has the advantage
of bridging the cultural equivalent and
cultural variant perspectives. By using the
colonial analogy, it assumes that racial
domination by outsiders can create weak-
nesses in a groups' family structure while
acknowledging the existence of functional
elements in its family system (Lieberman,
1973; Staples, 1978a). Research using this

model has been slow in emerging, partly due

to the problem of operationalizing the con.
cept of internal colonialism with the kind of
data readily available to social scientists. At
this point in time, most of the works using
this model have been theoretical essays or re-
search which have used the colonial analogy in
‘a serendipitous manner (Staples, 1976b),

Historical Research

Surprisingly, the most groundbreaking re-
search on black families was conducted by -

historians. For years, the works of Frazier
(1939) and Elkins (1968) had been accepted
as the definitive history of black families and
posited as a causal explanation of their con-
temporary condition. Based on traditional

historicdl methods, using plantation records -

and slaveowner testimony, both men reached

-the conclusion that the family was destroyed

under slavery and the culture of the slaves
was decimated. The first historian to chal-
lenge that thesis was Blassingame (1572),
whose use of slave narratives indicated that in
the slave quarters black families did exist as
functioning institutions and role models for
others. Moreover, strong family ties persisted
in face of the frequeént breakups deriving

from the slave trade. To further counteract’

the Frazier/Elkins thesis, Fogel and Enger-
man (1974) ' used elaborate quantitative
methods to document that slaveowners did
not separate a majority of the slave families.
Their contention, also controversial, was that
the capitalistic efficiency of the slave system

. meant it was more practical to keep slave

families intact.

3
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Continuing in the vein of revisionist
historical research, Genovese (1974) used a
mix of slaveholder’s papers and slave

- testimony. Still, he concluded that black
culture, through compromise and negotiation
between slaves and slaveowners, did flourish

during the era of slavery. Within the context . -

of slavery, there was a variety of socially
approved and sanctioned relationships be-
tween slave men and women. The alleged
female matriarchy that was extant during
that era is described by Genovese as a closer

approximation to a healthy sexual equality .

than was possible for whites. It was the land-
mark study by Gutman (1976), however, that

put to rest one of the most common and -

enduring myths about black families. Using
census data for a: number.of cities: between
1880 and 1925, he found that the majority of
blacks, of all social classes, lived in nuclear
families. Through the use of plantation birth
records and marriage application, he con.
cluded that the biparental household, was the
dominant form during slavery. More impor-
-tant than Gutman's compelling evidence that
slavery did not destroy the black family was
iis contention that their family form ia the
past era hatl eyolved from family and Kinship
patterns that had been given birth under
slavery, a cultural form that was a fusion of
African and American traits. .

Social historians and historical demo.
graphers also made contributions to our
understanding of black family history.
Furstenberg and his cofleagues (1975) in.
vestigated the origin of the female-headed
black family and its relationship to the urban
experience. Basing their analysis on samples
from the decennial federal population manu-
script schedules for the period from 1850 to
1880, they found that blacks were only
sfightly less likely to reside in nuclear house-
holds than were native whites and immigrants
to Philadelphia. While these historicaj ‘works
have, in combination, challenged the Moyni-
han view that slavery created the conditions
for black family disorganization, the preva-
lence of marital breakups at the hands of
slaveowners means that many marriages were

not that stable. Even the use of slave accounts

does not eliminate bias in slave history. Mary
of the slave narratives were edited by
Northern abolitionists and they constitute
the reports of highly litcrate-slaves.

890 -
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- Macrosaciological Studies

The studies which focused on

P

generalized

. aspects of the black- family shared certain

comrtonalities. Most of them were respond.
ing*to the Moynihan thesis abdut the in.
stability of black families. Additionally, they
attempted to delineate the structure and
functioh of black families. The goals may have
been similar, but the perspectives, again, fell
into orie of Allen’s. (1978) logies. Studies
by Heiss (1975), Scanzoni 1971), and Willie
(1976) would belong in the cultural equiva-
Ient category. Both Heiss and Scanzoni used
quantitative analysis to illustrate that black
families are stable, egalitarian, and f‘um‘;5
tional units. The#eached this conclusion by
delineating how well black families meet the
white, middle-class family ideal. Willie used
qualitative analysis and examined a variety of
black families. The poor black families were
still depicted as-less than healthy units. Hill's
(1972) study of the strengths of black familics
would fall somewhere in a middle ground.
Through the use of census data he demon:
strated that black families, like' white

v .

families, adhere to such sacosanct American ¢

values as strong work,  achievement, and
religious orientations. Conversely, he strassed
the more unique traits of strong kinship
bonds and role flexibility, although he did nut
link them to an autonomous cultural system.
An ongoing debate in black family studies
revolves around the appropriate unit of
analysis. A number of scholars have con:
tended that the functions of the black famil
are carried out by the extended, rather than
the nuclear, family unit. A number of s_ludlc:_
have used the extended family as the focus ‘:’
research (Aschenbrenner, 1975; Martin_ -H‘-."
Martin, 1978; McAtoo, 1978a; Shimkin
al, 1978; Stack, 1974). Basically, they has
delineated the use of kinship ties. b‘;" .
genealogical and fictive, as a resource '
carrying out the functions of role modchn;
socializition, mutual aid,sand other SUPE’_‘.J,
functions. The research by McAdoo “9. o
is especiaily significant because it allustr.ll "
that catended family ties transcend ok
boundaries. Her study of middle-class b’. :’T
families demonsirated that the Kinship- l_:\'c
pattern remains strong after individuals \
achieved mobility within the larger SOC."".-h‘,,,
Neverthcless, the viability of kinsh'

' . [ * Jrf
networks must be questioned. First, thered

: ) . N
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idications that they are statistically a de-
dining form. The numbér of blacks in. each
‘pousehold decreased in the last decade
isnchi and Farley, 1979). Young females
who bear children out-of-wedlock are more

ely to move into their own household rather
han become part of an extended family net-
tk (Bianchi and Farley, 1979). Moreover,
Stack (1974) has noted, kinship ties can
militate against stable marital unions. The
yoman in a stable conjugal :‘elationsh'p uses
resources for her nuclear family, not her

erest in discouraging the development of
question of how compatible kinship ties

ividuals. While it. may facilitate niobility
some cases, it may impede it in others. The
Parsonian (Parsons and Bales, 1955) notion
t the extended family was supplanted by
the nuclear family in order to create a mobile
vork force may have some validity. . Individ-

- 40 chained to the same geographical locale,
which impairs the capacity to respond _to dif-
nt and better job opportunities.

Sex Roles .
Th= burgeoning of the ‘women's liberation
,liovement Rave rise to a number of books on
b.ar.-!: Wwomen. In the main, they were non-
empirical works which focused on the role of.
¢k women in their community and the

BSt society (Cade, 1970; Staples, 1973;

le, 1978; Rose, 1980). Among the better -

ks was the study by Ladner (1971) of

k teenage females growing up in a
"income urban community. Through the
N of systematic open-ended interviews,
Prticipaiory observation, and her own
fiences, she explored how these young
'“'.“e"'cop‘ed with the forces of poverty and
Raintained'a sense of positivc identity. Many
the books on black women emphasized
Y twhile they weie strong, due to the need to
¢ adverse forces in the society, they were
Overbearing matriarchs. At the end of the
.h:de. 4 young black feminist broke ranks
her more.conciliatory sisters and issued a

m !hdsblde'd attack on black male chauvinism
N“Fb lack commrnity (Wallace, 1979). It is
the e" le that her book was the harbinger of
i ‘G’Btles and future literature on black sex

Will contain a feminist ideology.
4

-

men. Thus, the kinsmen have vested -
ble nuclear families. We might also raise '

gre with an industrialized society f:{ some "
)

s uls tied to an extended kinship system are .

tinued

The Family Life éycle

Other than fertility behavior and child-
socialization processes, the black family life
cycle remains a largely neglected part of
black family studies. The few studies of black
dating and sexual behavior suggest a con-
vergence ‘of black' and white behavioral
modalties (Dickinson, 1975; Christensén and
Johnson, 1978; Staples, 1978b; Porter, 1979).
Almost all of the studies have used biracial
comparisons and there has yet to be
developed a systematic analysis of black
dating and sexual codes. Mate selection
norms and processes are equally ignored in

‘the black family literature, despite the large

proportion of unmarried blacks in our midst
(Staples, in press). Perhaps it is the fact that
the majority of adult blacks are ‘unmarriad
that accounts for the paucity of research on
black ‘'marriages and divorces (Chavis and
Lyles, 1975; Hampton, 1979). At any rate, all
we know is that the divorce rate for blacks
increased by 130 percent in the last decade
(U.S. Bureau of the Census, '1979). While
there were few studies of intraracial mar-

riages, there were.an abundance of books and .

articles on interracial marriages produced in
the last decade (Henriques, 1975; Stember,
1976; Porterfield, 1977). Many of them were
written in an ad hominem fashion and con-
cluded that black/white marriages were
problematic but viable. Heer's (1974) more
careful analysis of census data documents the
sharp increase in black .male/white female

pairings and the fairly high rate of dissolution

of such unions.

Studies of childbearing and rearing prac-
tices in the black community reflect the same
convergbnge of black and white behavior. The
fertility rate of married black women declined
at a slightly higher rate (han did that of white
women, with college educated black women

. continuing to have the lowest fertility rate of

all groups (Farley, 1970; Kisgr, 1970). The
biggest racial difterence in fertility rates con-
to be in out-of-wedlock births
occurring to black females. More than half of
all black births now occur out-of-wedlock
(Bianchi and Farley, 1979}, In part, the in-
crease in out-of-wedlock births is due to the
decline in fertility rates among married black
women. Many of the unwed mothers are teen-
agers and we have little in the way of research
to inform us as to now their children are

N . - '
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being reared. There are indications tﬁat the

* informal: adoption practices (Hill, 1977) of

black families are no longer prevalent
(Bianchi and Farley, 1979). Childrearing

" practices, in general, tend to be similar for

black and white parents as does the level of
the child’s self-esteem (Halpern, 1973; Silver-
stein and Krate, 1975).

SUMMARY

The past decade has witnessed a basic.
transformation in ideology and research on
the black family. Prior to the seventies, the
common wisdom was that black families, in
“comparison to middle-slass white families,
were dysfunctional units which could not
carry out the normative functions ascribed to
 that institutiod.” During ‘the last decade, the
research emphasis shifted to the investigation
of stable black families and-their conformity
to middle-class family norms. However, it
was in this same decade that the economic
gains that blacks accrued were translated into
greater family stability for many, again
raising the question "of the relationship
between black family stability and changes in
the larger society. Anothér question concerns
the interaction between cultural values and

family organization; " this has yet to be -

systematically examined by the proponents of
the “Africanity”” and “colonial’ models.
Finally, it would appear that we may need to
go back to the drawing board on black family

research. Based on the latest census data

(U.S. Bureau of the Ceiisus, 1979), there has
been a dramatic increase in teenage preg-
nancies, out-of-wedlock births, single-parent
‘households, and marital dissolution -among
blacks of ali social classes. Since these
changes parallel changes in white families

" during the same period, it may presage a

neéd to undergo a revolution in theory and
research on the family as a viable institution
for all groups in society.

THE CHICANO FAMILY

The last decade has witnessed a prolifera-
tion of research and writing on the Chicano
family.' Prior to this time, social scientists
demonstrated an intense interest in the
Chicano family and generalizations concern-

.‘. - s

'"There were only 17 articles on Hispanic families be.
tween 1950 and 1959, 57 in the following decade, and
155 in the past decade (Padilla et o, 1978).

<«
]

ing it abounded, but such generalizations

‘were typically based on either meager or non-

existent data (Mirandé, 1977: 747, Kagan

and Valdez, in press). In 1970, Miguel

Montiel wrote an excellent critique of Mexi-
can American family, studies.entitled “Social
Science Myth of the Mexican American'.
Family.” At the risk of oversimplification. it
seems fair to say that the bulk of researc] -

‘the end of the previous decade could ..

characterized not only as negative and
pejorative, but. as lacking in empirica)
support. Montiel (1970: 62) has noted that
such studies were based on a pathological
model which “is inherently incapable of
defining normal behavior and thus auto-

matically labels ‘all Mexican and Mexican

.American people.as sick—only in degree of

L)

sickness do they vary. " -
During the late 1960s and early i970s a ¢
number of Chicano scholars sought to refute
many of the sfereotypes and myths perpe-
trated by pathological studies and'to present
3 more sympathetic “inside” view of /4™
Jamilia. These sympathetic studies served as
an important corrective, however, in_their
¢agerness to counter negative perspectives.
they tended to present an idealized and
romanticized conception of the Chicano
family. More recently, a body of research has
emerged that is sympathetic to Chicanos and
the nuance of Chicano cultute, but which is
increasingly rejecting of idealized and roman-
tic ster:otypes. While these approaches cor-
respond roughly with the three chronological -
periods, adherents to each perspective -are
still to be found today. £o-

) s
Pejorative Depictions of the
Mexican Ameritan Family
The traditional )ejorative view_ of the

Mexican American family can be traced to.
pathological studies of the Mexican family:

+ works which see machismo as the key variable

in explaining both the dynamics of Mexican
family life and the emergence of Mexican
national character (Bermudez, 1955; Gilbert.
1959; Paz, 1961; Ramos, 1962; Diaz-Guer-
rero, 1975). Based on ps;choanalytic as-

.sumptions, such studies have assumed the

Mexican to -be drivea by feelings ©
inadequacy, inferiority, and a rejectiop ©
authority. Machismo is thus a compensaticn
for’powerlessness. . :
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The pathological view of machismo and the
rigid patriarchal family has been uncritically
applied to Mexicans on this side of the

{ border. The father is depicted as the un-
E questioned authority—the omnipotent,
. omniscient “lord and master” of the house-

' hold who is free to come and go as he pleases

! and to maintain the same lifestyle that he did
- before marriage.
. This empirically unsupported model of
¢ Chicano family life, until recently, has been
! the most prevalent in the social sciences (¢f:
i~ Humphrey, 1944; Jones, 1948; Heller, 1966;
and Pefialosa, 1968). According to this view,
aman has complete freedom to drink, fight,
and carry on extramarital relationships at
will.. William Madsen (1973: 22) has likened
the Chicano malr to a rooster: ‘“‘The better
" man is the one who can drink more, defend
himself best, have more sex relations, and
bave more sons borne by his wife.”” A man is
seen as overly preoccupied with-sex and with
proving ‘his masculinity and sexual prowess,.
and "the” most convincing way of proving
machismo and financial ability is to keep a
,'mistress in a second househpld” (Madsen,
- 1973: 51). v
Not surprisingly, the woman becomes a
" quiet, saintly, virginal creature who honors
ind obeys her
According to Madsen (1973: 22), the woman
5 the perfect counterpart to the man:
“Where he is strong, she is weak. Where he is
dggressive, she is submissive. While he is con-
descending toward her, she is respectful
toward hia.” Sc strong is his control that she
B expected to accept his marital transgres-
Stons and, if she does not, she is likely to be
beaten. Moreover, “'some wives assert that
they are grateful for punishment at the hands
of their husbands for such concern with
shortcomings indicates profound love” (Mad-
sen, 1973: 22).-
This patriarchal family system also has
bff-fn assumed to adversely affect children.
ildrearing was presumed to be rigid and
duthoritarian. The Chicano family was thus
the obverse of the middle-class Anglo familial
cal. Where the Anglo family was egalitarian
ind democratic, the Chicano family was rigid
and autheritarian. While the Anglo family
‘"couraged achievement, independence, and
A sense of self-worth, the Chicano family
*"gendered passivity and dependence and
“versely affected normal personality devel-

LR T
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husband at  any cost. '
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opment. Celia Heller (1966: 34-35) has
argued that the Chicano family discouraged
advancement “by stressing values that hinder

" mobility—family ties, honor, masculinity,

and living in the present.” Alvin Rudoff
(1971: 236-237) has been even more severe in
his condemnation of the Chicano family:

The family constellation is an unstable one as the

father is seen as withdrawn and the motker as a

sclf-sacrlﬁciﬂg and saintly figure. The Mexican

American has little concern for the future, per-

ceives himself as predestined to be poor and sub-

ordinate, is still influenced by magic, is gang- .
minded, distrusts women, sees authority as

arbitrary, tends to be passive and dependent, and

is alienated from the Anglo culture.

Another commonly assumed effect of the
authoritarian and patriarchal structure is
family violence. Carroll (1980) has contended
that values and norms which are endemic to
Chicanos result in a high level of family
violence. The democratic Jewish American
family, on the other hand, is believed to
generate a very low level of violence. Whereas
the Chjcano family emphasizes severe
discipline and violénce as a mechanism for
conflict resolution, the Jewish American
family emphasizes

tl?e pursuit of knowledge and the use of the mind
rather than the body. The value of intellectuality
resulting from these values was proposed to lead'to
the favoring of articulateness, argumentativeness,
and bargaining as a way to solve family disputes
(Carroll, 1980:80).

Positive Depictions of the Chicano Family

An important outcome of minority move-
meuts of the 1960s was: that minority scholars
began to question social science depictions,
which were generally negative or pejorative,
and to offer new “insider” (Merton, 1972)
perspectives that were not only sensitive and
sympathetic to minority cultures but, possibly
more valid and consistent with the realities of
the minority experience. Given this thrust, it

was perhaps inevitable that Chicanos, like |

blacks, wauld begin to seriously reevaluate
social science perspectives on*the Chicano
family. Interestingly, while black scholars
faced the task of refuting the myth of the'
“matriarchy’” (Staples, 1971), Chicanos had
to deal with machismo and the issue of male
dominance. There emerged, then, a_'‘sympa-
thetic” or '‘revisionist’ view of the Chicano
family.
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" Miguel Montiel (1970, 1972) who not only
“rejected ‘pathological formulations but sug-
gested that they be replaced with an “app
ciative” framework, has been one of the best
and most incisive critics of traditional
perspectives. Octavio Romano (1973; 52) has
been similarly critical of social scientists for
© \Suggesting that Chicano parents, in effect,
“are their children’s own worst enemies” and
that la famitia Chicano is
Potentially threatening our
of life” (1973:50). Alvirez
have responded to the traditional
negative view by noting that “only a person
who has never experienced the warmth of the
Mexican American family would tend to see it
© primarily from a negative perspective,”
Another writer to take issue with the tradi-
tional view has been Nathan Murillo (1971),
who has characterized the Chicano family as
a warm and nurturing institution, According
to Murillo, family is the most important unit
in life and the individual is likely to put the
needs of the family above Hhis-own, Rather
than being rigid and authoritarian, the family
iS now seen as a stable structure where the
individual’s place is clearly established and
»Secure. Cooperation among family members
is ,also emphasized. The family “‘seents to
provide more emotional security and sense of
belonging to its members” (Murillo, 1971;
One’s status' within the family is
determined by age and sex. While the father
is the ultimate authority, other adults are also
respected and honored as “being old and
wise’ (Goodman and Beman, 1971: 111).
" Whereas machismo was previously synony.
mous with power, control, and violence, it is
now equated with -honor, réespect, and
dignity. “*An important part of [the father's)
conceptof machismo ., . , isthat [of] using his
authority within the family in a just and fajr
manner” (Murillo, 1971: 103
one’s authority is to risk losing respect within
the family and in the community,

“‘democratic way
and Bean (1976:

Another’ Look at the Patriarchy: .
The Myth of Machismo -

Although there appear to be both positive
and negative perspectives of the Chicano
family, a closer examination suggests " a
conversion of the two'perspectives (Mirandé,
1977: 751). Both agree, for example, that
male dominance is a persistent feature of the
Chicano family, put one sees it as benevolent

{04
' 1

re- .

! + which show that the Chicano
“‘un-American,” _

- Most extensive and
To misuse
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and the other as malevolent. Interestinglg.
the position is one held by both supporters

and detractors of /g Sfamilia, largely without.

the benefit of empirical support. When re.
search findings have not supported tradi.
tional assumptions, . ¢there .has been a
tendency to resist .them, especially by
detractors of the Chicano family, “Findings
family is more
egalitarian than was previously assumed have

been downplayed or explained away as-
resulting from increasing acculturation and

assimilation’ (Mirandé;dl979: 475).

A study of California igrant farm families
by Hawkes and Taylor { 975). hypothesized
that male dominance wolid prevail. They
found instead, that the d minant pattern of
decision making and action making among
these migrant families was egalitarian Their
response to this unexpected finding was to
turn to other factors such as, acculturation,
urbanization, and the decreasing dependence
of womien on their husbands in the United
States. Only after such attempts proved un-
successful did the authors begin to question

"the assumption of male dominance as a pre-

.vailing feature of Mexican and Chicano

culture (Hawkes and Taylor, 1975: 811).
Hawkes and Taylor's findings are signifi-
cant not so much for what they tell us about
migrant farm families, but for suggesting a
pattern which may not be anomalous or
unique to the population studjed but charac-
teristic of Chicano families in general.
Virtually every systematic study of conjugal
roles in the Chicano family has found egali-
tarianism to be the predominant pattern
across socioeconomic groups, educational
levels, urban-rural residence, and regidn of
the country. The Mexican-American Study
Project, a pioneering effort and one of the
widely acclaimed stu-ies
of the Chicano people, found that Chicanos
in Los Angeles and San Antonio did not fa]l
into the traditional patriarchal pattern.

Respondent families, €specially younger ones |

and those with higher incomes, were much

less patriarchal than previously assumed-

There was egalitarianism with respect to the
performance of traditional sex-typed tasks.
althoygh traditional male tasks appeared to
‘be breaking down more than traditional
female tasks, Suggesting that Chicanos are
increasingly assuming male roles. They
found, nonetheless, that sex, age, and income
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differences were not significant and con-
duded that *‘the most striking finding relates
sot to internal variations in the departure
fom traditional sex specializations, but
nther to the conspicuous presence of a

basically egdlitarian division of household

tasks” (Grebler ez o/, 1970: 362-363).

- A more recent study of 100 married couples
i Fresno, California, also uncovered a
basically egalitarian pattern of decision mak-
ing (Ybarra, 1977).-While Ybarra found that
- conjugal role relations ranged from a patri-
.achal pattern to a completely egalitarian
‘e0e, the most prevalent pattern was one in
which the husband and wife shared in
decisions (Ybarra, 1977:2);

A large number of Chicano husbands helped their
wives with household chores and child care. Also,
the Chicanos interviewed were not as obsessed with
:, theideaof machismo as has been suggested in the
"¢ lterature. The overwhelming majority of Chicano
busbands preferred to participate in social and
tecreational activities with their wives and
children. Overall, the dat: indicated that the
majority of Chicano wives played an important
&nd/or equal part in most facets of conjugal role
wrlationships. e '

1

Factors such as level of acculturation; in-

me, or education were not significantly re- .

1]

bted to the’ type of role relationships
g‘;‘«alent in the family. In fact, the only
actor that significantly affected the role rela-
Wonships exhibited was female employment
Wtside the home,
¥ives demonstrating a  more egalitarian
Mttern relative to decision making, sharing
 household tasks, and the .caring of
¢hildren. While couples who are already more
'lihtar_ian may be more predisposed to have
3 working wife, the mere fact of the wife's
ployment outside the home appears to re-
ire adjustrments in marital roles and a shift
Q,'" 3 more egalitarian pattern. Yet,
'€anos can work and acquire ‘more -power
the family without assimilating or rejecting
! ethnicity (Baca Zinn, 1980). .
A Sf;l,,dy of self-report perceptions of
158l ¥ domiriance among Kansas City

ICanos and blacks similarly failed to sup-

. the traditional view of machismo in the .

family. Cromwell and: Cromwell,
studying Jgousal dominance in

hyng making and conflict resolution,

Chicy that the most common pattern among

Qe 5 Was egalitarianism, rather than
¢ dominance. ’ .

ks

Ic
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with families with working '

LIS <

© After undertaking an extensive review of."
literature on '

domestic sphere, Maxine Baca
1976) has, gone a ‘step beyond studies which
suggest an egalitarian pattern’ by proposing:-
that' the Chicano family is, in fact,
mother-centered. "While the family may

‘present a facade of patriarchy because

“cultural values dictate that the male should

.spect and homage,

]

2

-Finally,

be honored and respected as titular head of
the household, the day-to-day functioning of
the family revolves around /g mujer. The
male has primary responsibility and power
outside of the household, but the domestic
sphere is the woman’s domain. (Baca Zinn,
1976). Other studies have suggested that the
womar¥s influence is especially strong relative
to children. Mothers not only perform many -
domestic tasks, but they have primary
responsibility for the caring of children and
for setting limits on their behavior (Tuck, *
1946, Heller, 1966; Rubel, 1966; Goodman -
and Beman, 1971; Sotomdyor,. 1972). Ul-:
timately, *‘as the madrecita, entitled to re-
t she may actually
dominate, in all matters
children’ (Tuck, 1946: 123).
The questidning of the rigid and authori-
tarian, nature of the Mexican and Chicano
family has extended beyond conjugal roles to
relations between parents and children.
Recent research suggests that parent-child
relations may be warm and nurturing rather
than cold and rigid. An important assump-
tion that has been challenged is that fathers
are necessarily more ,aloof and authoritarian
than mothers. An observational study of
Mexican family roles found fathers to be
playful and companionable with .children -
(Burrows, 1980). Rubel (1966: 66) similarly
concluded that ‘‘without exception, direct
observations note the warmth and affection
exhibited by fathers with their young sons °
and daughters, children under ten years of
age.” Goodman and Beman (1971: 12) were
also impressed with the strength and warmth
of affection demonstrated in the Chicano
family, noting that *‘the strerigth- of . intra-
family zffection declared by Barrio children is
conspicuous by contrast with responses of the
Negro and Anglo children-we interviewed.”
Bartz and Levine (1978: 709)
reported that it was black, rather than
Chicano parvents who  were “typified as
expecting early autonomy, not allowing

‘wasted time, being both highly supportive
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and controlling, valuing strictness and en.
couraging egalitarian family roles.” Black
fathers. were also most controlling. Signifi-
‘cantly, of the three groups, Chicano parents
were found to be most supportive of
" increasing permissiveness
relations (Bartz and Levine,
» The Chicano Family:
Social and Demographic Characteristics

There are a number of Structural and
demographic features which distinguish the
Chicano family from the dominant American
form. One distinctive feature is its high.
fertility relative not only to white but tq black
families (Alvirez and Bean, 1976: 280-281),
Not surprisingly, the Chicang population is a
youthful one with a median age of about 21,
compared to-a median of 30 years for the rest
of the population (U.S. Bureau of the.
Census, 1978: 2). Whereas Chicano damilies
average approxiinately four persons per
family, other families average three (1978:
11). The vast majority ,of Chicano children
under 18 years of age (81 percent) live with
both parents in intact families, 16-percent live
with-the fother, and only 1 percent liv; with
the father (U.S. Bureau of the Census,1978;
46). Chicano families are about as likely to be
Anaintained by a woman (16 percent) as are
other Hispanic or Anglo families, but far less
likely tg"be maintained by’a woman than are
Puerto'Rican families (37 percent). The in-
come of Chicano .fimilies is substantially
lower than for other families. The median in-
come for Chicano families, in 1978 was
$12,000, compared to $17,000 for fatnilies in
the population as a whole (U.S. Department
of Commerce, 1978). Twenty-two percent of
all Mexican-origin families are’ below.. the
poverty level, whereas only .9 percent- of
families not of Spanish origin are classified as
poor (U.S. Bureau of the Census, 1978: 15).

The marital status of Chicanos does not
differ significantly from the general popula-
tion, with approximately 60 percent of: the
population in each group classified as mar-
ried, but Chicanos have a higher proportion
.of single and a’lower proportion of widowed
or divorced persons (U.S. Bureay of the
Census, 1978: 3). Thus, while Chicanos are
. about as likely to be married as other groups,
they are les likely to be divorced. The divorce
rate shows greater stability tur Chicanos,
especially Chicano men (Alvirez' and Bean,
1976, Eberstein and Frisbie, 1976).

1978: 715).
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Since intermarriage has been presumed to
an important index of assimilation, there
has been much interest in the outmarriage
rates of Chicanos. The conclusions of earlier
studies that intermarriage rates of Chicanos
suggested a “‘breakdown of ethnic solidarity
in an increasingly open system'’ {Grebler ez
al., 1970: 471) have been called into question
by more recent research. While the overall
trend during the present century has been
toward intermarriage in the Southwest (Bean
and Bradshaw, 1970), the trend appears to
have stabilized - and, perhaps, reversed in
recent years. Murguia and Frisbie (1977: 387)
concluded after examining recent trends in
intermarriage’that;

If the level of Spanish-surname
conceived as the most conclusive,
tor of the degree of assimilation . |, . y it seems -
probable that the Mexican American population
will continue to represent a distinct sociocultural
entity for some time to come.

ASIANAMERICAN FAMILIES

This minority group has largely been
neglected in the family literature. Theory on
their family life is nonexistent and empirical
studies are sparse and clustered in a few
areas, This is due, in part, to their small
numbers and geographical concentration.
There are approximately 1.5 million individ:
uals of Chinese, Japanese,;Korean, Filipino.
Vietnamese, Cambodian, Thai, and East
Indian ancestries living in the United States
(Yamauchi, 1979). In total they " constitute
less than | percant of the American popula-
tion and represent fewer than 10 percent of
our minority groups. Most of them are con,,
centrated in Hawaii and the.Western part of
the United States. In addition, they tend to
be underrepresentéd dsiong social scientists
and there are few insiders to develop theory
and carty out research on their family
lifestyles. Another’ possible reason is that, as
a group, they are not perceived as a
“problem” in American society or as very
different in their family lifestyles. In the past.
Asian men were stercotyped as wily.ﬂ"d
devious, the women as exotic and mysterious.
That image essentially has changed to one ot
a hard-working, conforming, cohesive famils
group which is a carrier of a traditfonal
culture similar to that, of middle-class Anglo
families (Sue and Kitano, 1973). Certainly-
they fit better the family ideal of middle’class
Americansthan do the other minorities. Based

be

intermarriageais
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w the positive indices of success and family
gability, they not only are.equal to white
. Americans, but often, fare better in terms of
*dducational achievement, median family
{ lcome, and maital stability (U.S. Depart-

.ment of Health, Education, and Welfare, .

1980). .
The new stereotype of Asians as model

_minorities can be deleterious because it
g masks the problems they face. While they

(Oviously have different characteristics than
§ sther iminorities, the variations are not evenly
E‘qmad across generations in. their culture.
fAsian Americans can be separated -chrono-
 bgically into three groups: pre-1924 immi-
gants, American-torn, and recent immi-
. rants. Many of the pre-1924 immigrants, for

ance, were males who came to this

country alone and were unable to establish °

fimilies because of immigration laws that
Kohibited Asian migration to this country for
8 long period of time (Lyman, 1968)..That
group, and the more. tecent immigrants, hve
%ot shared equally in the successes of Ameri
@n-born Asians. Even the American-born
Asians are subject to tensions in their family
that remain unexplored by family re-
searchers. Many Asian families <ontain at
kast. two full-time workers, more than the
Average American family, and must use their
come to support an extended family that is
ger ° than most middle-class nualear
families (Wong, 1976).
cculturation and assimilation seem to be
%Y concepts in understanding Asian family
- This is particularly true of the younger,
American-born group, which has adapted
more strongly to American values and
itions (Kuroda et al., 1978). In compari-
%08 to the other minorities, Asians have more
Sonservative sexual valu.- a lower fertility
Rte, fewer out-of-wedle X births, and more
Chservative attitudes toward the role of
romen (Monahan, 1977; Braun and Chao,
1978, Leonetti, 1978). The adoption of
Merican values, however, has proved to be a
Bixed blessing for young Asian Americans. [t
Created a schism in the Asian community
On generational differencés in lan-
Quage, Sustoms, and values. It makes it diffi-
Uit to maintain generational continuity and
-M¢ cohesiveness.  Nowhere 1§ this more

®ident than in the high rates of out-mar- ,

A 8¢s among yotinger Japanése and Chinese
Mericans (Weiss, 1970; Kikumura and

1

~ M -

Kitano, 1973). A majority of third generation
Japanese Americans marTy non-Japanese
mates. The majority of out-marriages have
involved Japanese, women,. although the rate
for Japanese males is increasing. ' While many
factors account for this high rate of intermar-
riage, a primary reason is the more
acculturated Asian wonizn’s dissatisfaction
with the more traditional Japanese male’s
imited attitude toward women (Kikumuraand

Kitano, 1973; Braun and Chao, 1978).

“rearing practices.

Another index of acculturation is child-
Studies generally have
shown a congruity between third-generation
Japarese socialization techniques and Ameri-
can styles of childrearing. However, dif-
ferences based on sonie residue of Japanese
culture remain. Caudil! and Frost (1973)

found that young Japanese mothers do more

vocal lulling, more breast arid bottle feeding,
more carrying and more playing with the
baby than “do American mothers. Connor
(1974) also discovered that the legacy of
Japanese culture can still be found in third

generation Japanese Americans. When com. *

pared with whites of the same age and
education, the Japanese Americans were sig-
nificantly different; they were less aggressive,
had a greater need for succor and order, and

¢
.

a markedly lesser need for companionship.

Johnson (1977) also reported that the
Japanesé American kinship system operates
on a more obligatory basis than the optional
basis found in the American kinship system.
Her research revealed an increase in kihship
contact and sociability among third-genera.-
tion Japanese American families, despite
their social mobility and high degree of
assimilation. .

In sum, culture seems to be-the key
element in Asian family life. Their traditional
culture stressed the importance of the family
unit at the expense of the individual, and
socialization procgsses in the family created
patterns of self.
achievement of societal goals: These cultural
values were very consonant with traditional
American values and made them adaptable
to the American family system. Class

- membership does not seem as importan
‘since many of the Asian immigrants brought

[

with them values associated with the middle-
class: i.e.. an emphasis on education and a
capitalist ‘orientation (Kitano, 1969). How.
ever, there are indications that many of these
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"'mid.dle-class values are declining among the

general American population. With their
high degree of acculturation, younger Asian
Americans face a clash of generations and a
1ack of ethnic cohesiveness that may entail a
high cost.

NATIVE AMERICAN FAMILIES

While all our minority groups have certain
commonalities, ‘Native Americans have sev-
eral problems which are unique to their
particular group. The other minorities haye a
homeland ~ that theoretically prodides - a
symbolic identity with some other nation.
Native Americans have no ties to any other
gevgraphical entity, As a group, they. are
more widely dispersed across North America
and are more likely to reside in rural and
isolated areas. Furthermore, they are more
unalterably opposed to assimilation and
integration into mainstream society and

-culture than any ather minority group (Price,

1976). Even within the Native American
group, there is a vast amount of diversity,
They speak more_than 252 languages and are
organized into 280 different tribal groupings
(Wax, 1971). Given the existence of these
esoteric traits, they cannot be viewed as a
monolithic group whose family lifestyles can
be easily studied.

In reviewing the family literature on Native
Americans, we are hampered by several
factors. There is no such institution as a
Native American family. There are only tribes,
and family structure and values will differ
from tribe to_tribe. Despite the ‘attempt to
impose Western family models on them,
various family forms still exist among the
different tribal groupings (Unger, 1977),
These forms range from polygamy to-mono-
gamy, matrilineality to patrilineality (Mc-
Adoo, 1978). Most of literature that is extaht
can be found in social work and menta]
health journals. These articles primarily
focus upon Native American families as
cultural deviants constituting a problem for
the larger society. Another body of literature
consists of anthropological studies, - which
again raises the insider-outsider issue. Unlike
other minority groups, research done on
Native Ameridans is almost exclusively
moropolized by white Americans. Since
anthropologists have been outsiders in Native
Amerttan culture, the few existing Native
American social scientists have been very

critical of outsider perspectives on Native .

American family life (Redhorse ez al., 1978).
Oftentimes the outsiders could neither speak
the language, nor even locate the living
quarters of many Native Americans. In the
words of Dorothy Miller (1975: 7), a Native
American, “most of us look upon ‘surveys'
and ‘research’ as being tools of our suppres-
sion and withhold data from white investi-
gators."’

In c general sense, Native Americans most
closely approximate black Anietican families.
Both groups are characterized by a high
fertility rate, out-of-wedlock bitths, a strong
role for women, female-headed households,
and high rates of unemployment (Witt, 1974;
Unger, 1977; U. S. Department of Health,
Education, and Welfare, 1980), For many
Native Americans, the extended family is the
basic unit for carrying out family functions.
This is often true despite the absence of
extended kin in the same household.
Children are actually raised by relatives
residing in different, noncontiguous house-
holds. The existence of multiple households
sharing family functions is quite common.
Redhorse (1979) discovered one community
where 92 percent of the elderly population
resided in independent households, but
maintained close functional contact with
their children, grandchildren, and great
grandchildren. They fulfilled traditional
family roles on a daily basis: Fictive kin are
also incorporated’ into the extended family
System. An individual, for example, may
become a namesake for a child through
formal ritual and subsequently assume family
obligations and responsibilities for childrear-
ing and role modeling (Momaday, 1976).

In the move from tribal reservations to the
urban frontiers, Native Americans often be-
come more isolated and must confront cer-
tain vicissitudes of city life without their tra-
ditional support svstem. Certainly, the pro-
portion of Native American living off reserva-
tions has rapidly increased. In 1930, only 10

" percent lived in urban areas. By %70

that number had grown to 45 percent (U-5-_
Bureau of the Census, 1974). In their study
of 120 urban Native American faml_lws.
Miller (1975) and her Native American
researchers discovered that: (1) one third were
female-headed; (2) 27 percent were rcccmng
public welfare; (3) they had an dverage
of ‘three children: and (4) only one third
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bad an adequate income. They found groups remain outsid¢’ the mainstream of

that traditional childrearing techniques were society, the nuances of their cultures cannot
. still used by most of the parents. Native be thoroughly understood through the sole
* American children continued to be trained  use of one-dimensional empirical research.
i for independence at significantly earlier ages At the same time, we need the solid grounding
¢ than either white or black urban children. of quantitative data. Different populations
¢ Their findings support a bicultural model need to be sampled in order to ascertain class
¢ which holds that families who are at home in and cultural variation within and between
§ both the Native American and white world minority groups. There is little we can say
- bave a greater ability to survive and adapt to  about class differences among Minority
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;, rban centers. Once in the cities, they en- healthy and that no weaknesses of any kind
teounter a clash of cultures between Native  exist. What we need is theory and research
sAmerican ways and the norms of city life.  that can give us a balanced account of both
* Moreover, they cannot rely on the extended  the strengths and weaknesses of minority
_fmily system which serves as an anchor of families. That remains our task for the next
Native American culture and life on the  decade.
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4 to'Intellectual Performance of Mexican American Children

L ]
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Richard R. Valericia and Ronald W. Henderzon

University of California, Santa Cruz R

- . " Richard J. Rankin ' ’
- University'f)?@re_gong _ *

The relationship of 13 family consteHation and sociocultural variablesto intel-
lectual performance was examined for a sample of 190 Mexican American pre-
school children from low-inconie familigs. Variablea were reduced through a
factor analysis that produced four independent variables. Intellectual perfor-

magce was then predicted using an MAXR stepwise multiple. regression pro-

cedlire that generates a new model for each variable entered. The best single:
factor predictor of intellectual performance, a§ méasured by the McCarthy
Scalen of Ghjldren's Abilities,.was a languaje/schooling factor that ¢onsisted
of language ¥ child and parenty, parents’ schooling attainment, and country
(Mexico or the United States) in which parents were educated; and the best

. two'factor model added socioeconomic status to the prediction. Family con-

stellation, consisting of family size and birth order, ¢onstituted a clearly sepa-
rate and distinct factor that contribgted less than 3% of the variancé in intel-
lectual performance. The relationship of cultural variations to predictions

based on’the Zajonc and 'Markus confluence model are discussed. -

-,
e}

S.o'cial.. scientists have shown a long-
standing interest in the possible influences

. % of-family size, ordinal position of siblings,

and other family constellation variables on
-the behavior and development of children

(Bradley, 1968). Researchon this topic has

examined the influence of family éonstella-

" . tion variables on personality (Koch, 1954) as

well ds cognitive'outcomes. The question of
whether intellectual eminence is primarily
attributable to family constellatipn factors

(e.g., Breland, 1973) or sociveconomic factors -

that tend to covary with family size
(Schooler, 1972, 1973) has been debated for
a long period oftime, but recently there has
been a suddep upsurge in interest in the
topic.

Renewed interest in the influence of
family variables on intellectual attaipment-

Y Y
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; ‘has'heenosparked l;y the work of Zajonc and
Markus (1975). With an elegant simplicity

of explanation, the confluence model pro-
posed by these.investigators purports to ac-
count for the simultaneous relationship of
birth order, family size, and spacing between
sihlings to intelligence. The basic proposi-
tion is that the intellectual environment of
the family has a direct influence on the in-
tellectual development of the children being
socialized ir that context. The intellectual
environment consists of the sum of the in-

3

tellectual levels of all mefnbers of the family,

divided by the number of family members.
The concept of intellectual level employed
in the model is not adjusted for age differ-
ences in mental performance artd is therefore
more_similar to the concept of mental age
than to 1Q.(Page & Grandon, 1979). In ef-
fect, the intellectual environments of chil-
dren from large families and those families
in which there are closely spaced siblings are
diluted by the presence of the siblings.
Confluence theory does not predict well for
only children of for last-born children, both
of whom perform more poorly than the
model would expect. The post hoc exp!a-
nation proposeddor this discrepancy is that
children in these two positions do not enjoy

24
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the opportunity to consolidate their knowl-
edge by teaching younger siblings..

One reason the confluence model has re-
ceived ‘serious-attention from educators is °

- because Zajonc (1976) has suggested thas
national declines in Scholastic Aptitudé Test
(SAT) $corep merely reflect the movement'

. of children from an eta of relatively large
families through the schools. Educators
could feel quite relieved if patterns of de-
clining intellectual achievement are attrib-
utable to demographic: factors instead of
faulty education. Furthermore, the model

_ promisesa reversal in the downwar trend
of aptitude test scores as children from'a

wave of smaller families begin to be reflected

in the national statistics. '- _
.A number of recent studies have failed to
find support for confluence theory (Davis,

Cahan, & Baghi, 1977; Grotevant, Scarr, &

Weinberg, 1977; Melican & Feldt, 1980; Page

& Grandon, 1979; Velandia, Grandon, &

Prge, 1978). Support from studies provid-

ing some degree of confirmation has been

relatfely weak and inconsistent (Breland,

1974; Dandes & Dow, 1969; Rees & Palmer,

1970; cited in Melican & Feldt, 1980)”

. Page and Grandon (1979) found general
confirmation for the confluence model in
analyses of data for large samples from Co- -
lombia (South America)land the-United
States. - Howevgr, their results were con-
gruent with the findings of Zajonc and
Markus (1975) only when they used those

‘investigators’ aggregated data approach to
analysis. When Page and Grandon (1979)
subjected their data to a more Appraopriate
analysis of individual rather than aggregated
data, the variance in intelligence accounted

for by family configuration variables

dropped to 1% for one sample and 5% for the .

other. Moreover, Page and Grandon iound
that socioecohomic status (SES) and ethnic
vatiables’ accounted for the largest path
coefficients in a path analysis.

/ The mdjority of the tests of the confluence
madel corwiucfed to date have employed
samples of secondary school or college age,
and cross-cultural data are limited (Davis et
al., 1977; Velandia et al., 1978). Studies of*

_United States ethnic minority subcultures
are similarly facking. JIn light of current
interest in thg confluence theory and its
predictions, it is impaortant to examine the

-
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relationship of family cliaracteristics to in--.
tellectual development for children whose
.schooling is still ahead of them, and who
represent ethnic groups angd socioeconomic
Jevels that often perform relatively poorly on
intellectual measures. The present research
was designed to provide such an analysis for
ecomomically disadvantaged: Mexican
_Ametican children., Children from this.
background generally perform below na-
tional norms on standardized mental mea-
sures,
* ability within the population. These chil-
dren also come from a culttral background
in which large families are valuéd. Infor-
‘mation on the relative amount of variance in
intellectval . performance contributed by’
relatively fixed (e.g., family configuration)
variables that may be dictated by cultural -
values veiaus modifiable factors such as
schooling should add aheeded dimension to
theories attempting to account for the rela-
tionship between family characteristics and
intelligence.

Method
Subjects e e

-

The original sample for this study consisted of 320
Mexican American preschool children enrolled in 20
preschools in eight towns/cities in Santa Barbara and
Ventura Caunties, California, The sample was drawn
from Head Start, church related, public school affilh
ated, and private, nonprofit preschools. All the schools
were oriented toward serving children of low-income
families.

. After tening the children on an intelligence/ability,

- “test, family background information was obtained by

home intewlews with the mothers, Duetoan inability
to l6cate or schedule interviews with 58 mothers, only
261 mothers of the 320 children were subsequently in-
terviewed. 'T'he present design called for intact families,
or families in which both parents were present during
the majority of the.child'y development. Of the families
in the present nnuiynis, 95% were intact at the time data
Wore collected, but in 5% of the cases a father washot
present in the family at that time. Subjects from
familien in which there was no‘tecord of a father were
ot included in thig'study, In additionl, oniy moito:
lingual Spanish-speaking or monalingual Fnglish-
apeaking children were included, reducing the final
ample size to 1900 families. _
here were 84 boys (44%) and 106 firli (A8%) in the
somple; the e age was 55 months, with a range of 33
to 69 months. Bused on preschuol teacher and exam-
iner judgments and breferred lunguage (duminant
lnnguage) of the child, the intelligence/nhility test was
adiministered in Knglish to 71 children (37%) and in
Spanish to 119 (63%), ' : )

-

R S ) -
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although there is substantial vari- '
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The mean educational attainments of the mothera

. ard fathers were 8,1 and 7.6 years, respectivelv; the

and Dicuio, 1975). In addition, the MSCA has been
shawn to be relinble for low-income Mexicari American

¢ " ‘range and standard deviation for the mothers were 0-17 . ‘ciildren, although it does appearto be less reliable for @
years and 3.8 years, respectively; the range and SD for * Spanish-speaking than for English-speaking groups
o the fathers were 0-18 years and 3.9 yeays, respectively.  (Valencia & Sheehan, Note 2). It was judged that this

For the mothers, 90 (47%) hac, had formal schooling in
the United Stales, and 100 (53%) had been schi8led in
Mezxico. ‘The fathers had a similar pattern, with 63
(33%) schooled in the United States, and 127 (67%) in
Mexico. Of the total number of mothers and fathers

whith the subject had had the majority of his or her
schooling. For parents who had a zero level of attain-
ment, country of schooling was determined by the
country in which.the parents were-born and had spent
their formative years, Regarding the primary or only
language spoken at home, 49 (26%) of the parents spoke
English and 141 (74%) spoke Spanish. Based on.the
- Hollingshead Two Fattor Index~of Social Position
(Hollingshead & Redlich, 1958), the mean socioeco-
nomic sfatus of the families was extremely low.” The

difference in reliability could not be overcome by se- _

lecting a different. dependent measure. ‘..

“In the present study, the testing of the children was
done at their preschools by four, tzained, fentale bilin.
gual Mexican American research assistants. The lan-.

istered a.carefully translated version of the regular
MSCA. Since the desiga of the study called for mono-
lingual English and' monolingual Spanish cRildren,
thoseochildren who were tested bilingually were not
considered as subjects. After administration, the
MSCA protocols were subject to content analysis (e.g.,
children’s vegbal responses) to ensure that the children
wer¢ not Utilizing language switching and mixture. .

Information about the family was obtained through
home interviews with the mothers. ‘The interviews,

mean class level was 4.4 (5 is the lowest on a scale of \conducted by the four research assistants, were doge in

1-6); the range was 1-5. The Hollingshead Index also
yields’a Sacial Position'Score, a weighted and sumnied
«xscore based on occupation and years of schuoling.

Instriuments and Procedure
The test of intellectual performance a'dn.ainistere_d
was the McCarthy Scales of Children’s Abilities (MSCA;
McCarthy, 1972). The MSCA was specifically designed
~to measuce the abilities of young children (2% to 8%,

‘the preferred language of the mother; The following
information was ohtained: (a) number arid birthdates
of siblings, (b) marital status of mother, (¢) schooling
attainment and location of the schooling for mother and
father,(d) primary language spoken at home by parents,

.

-

Design

The 13 independent variables studied were age of

years old). There are 18 separate tests grouped into six /child, sex of child, number of children in the family,
scples: Verbal, Perceptual-Performance, Quantitative, .. birth order of children, language of test administration,

Generat Cagnitive, Mpmory, ahd Motor, Because of
tir.e limitations, the three'éxclusive motor tests were
not adnjinistered. The MSCA also yieldsa global index

futher prasent, schooling attainment of mother, country
of mother’s schoolirg, schooling attainment of father,
country of father's schodling, language spoken in home

! that is cognitive in nature. The General Cuognitive  by'parents, social] position score, social class level. The
Index (GC1) indicates the chifl's overall cognitive  dependent variable wis the GClLof the MSCA.

i} functioning. The GCl, a scaled score, has a mean set ‘I'he 13 independent variables were intercorrelated

N at 100 and a standard déviation of 16. ’ and factor analyzed using the SPSS syatem (Nie, Hull,

‘T'he MSCA was chosen because it included novel
items thuat seem tu appeal to young children, and par-
ticularly because the norming sample wan stratified on
the hasis of age, sex, geographic region, fathei's occu-

Jenkins, Steinbrenner, & Brent, 1973). KHecause there
wan ho a priori reason to assume that the factor scores
desired should be totally uncorrelated, a principal factor.
solution as suggested by Harman (1976) was obtained,

and (e) occupation of head of household; - -- - —-- —

(n = 380), 216 (57%) had been schooled exclusively in” guage of test administration was determined by a
Mexico, 133 (35%) had been schooled exclusively in the  combination of the following: (a) teacher judgment; (b)
. «United States, 19 (6%) had had schooling in hoth  child preference; and (c) examiner judgment as'deter-
countries, and 12 (3%) had received noschooling Far  mined by a "rapport establishing” time a day prior to,
* parents who had been schooled in both countries, tgsting. The children who were considered to be non- .
s country of schooling was determined by she countsyin  English-speaking (Spanish monolingual) were admin-

v pation, and ethniciy. The standardization and  with squared multiple correlations in the diagonal. The
norming of the test have been evalunted favorably  minimum ecigenvalue was set at }, and orthogonal,
L tlaufman, 1977). - Although inchwion of minority  rotation was obtuined following the varimax procedure.
a?‘*‘"@mluliuns in the norm sample does not address the  Aw a procedural check, factor scores were also obtained .
) #2 1%sue of possible cultural bins in test item content, it using a principal componenta solution.  As expected, )
. T loes indicate un awareness of sociocultuenl differences the carrlutions across methods by factors approxi-/~

= within the socicty that is lacking dn older t@s, sucly i

the Stanford-Binet Intelligence Scale.  Although the
ahsoluie number of Mexican American children in-
cluded in the'norming sample was actually siall; there
in some evidenee that the MSCA Refs gl propy/rtios of
relfahility and conenrrent validity whén adniinistered
to Mexican American children (Davis & Rowland, 1874;
Duvis & Walker, 1976, Valencis & Sheehan, Noté 1) and
hlack children (Kaufman & Kaafman, 1973; Knafman

5 8

s ‘R’

~

mated unity,  (One to four fnctors were generated.)
The dependent variahle (GCD was predicted utilizing
the muliple regreasian stepwise procedure from the

“Statisgienl Analywis System (SAS) procedure (Barr,

Goodnight, Sall, & Helwig, 1976). ‘I'he specific proce.
dare wan MAX R, which generater a new model for each
vorinhle entered. Bateh waceonsive modet is indepen.
dent of the previous models and is the one that produces
the muaximum o varinhle 2, .
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Factor scores were utilized to.reduce the number of
independent varisbles while solving colinearity prob-

lems often present in the farmily environmental data.

Kerlingsr and Pedhasur (1873) luuut tliat factor
scores are a powerful and simple way to improve .the
efficiéncy of multiple regression equations.. | |

" The use of factor scores may niask to some extent the

offect of individual variables. The trade-off in.clarity

'when there is extensive colinearity in the original ma-

trix, An ideal solution to the rolinearity problem would
be to use very largé samples and analyze each subpop- .
tlation separately. The nature of the current umple
precludes thil pouibuny . .

.
¢

- ‘_ Resulu o

Table- 1 showa\ the mtercorrelatxons.
means, and standard deviations for the in-
dependent and dependent variables. Table
2 shows the four factors that emerged pre- .
dicting 74% of the variance in the predxctors
of family.variables, = *

The first factor. which-explains 42% of the
common variance, has its highest loadings
with langyage of the test, family language, .
years of schoolmg for the parents, -and

. country of parents’ schooling.: This factor
. is npmed the language/schoolmg factor

n‘f’,

r

[N

(LS)."”

The second facter, explaining 13% of the
common vanance. is best explained by the
two socioeconomic scores (socxal pmltmn
score and class). Thus'it is named sotio- .
economic status (SES). It is clearly sepa-
rated from the first factor.

The third factor, ‘which explains 10% of
the common variance, is best explained by
family size and posltlon in the family. Itis
‘called the family size factor (FS). °

The fourth factor, explaining 9% of the
common variance, is difficult to interpret,
although it is best'explained by sex of the,
child. It is defined as a residual.

Table 3 presents the results of the MAXR
system of regression analysis. Factor scores
are used as independent variables, and the
,dependent variable is GCI.

.The best one-variable model was the first’
factor (LS, R* = 0877); 6.77% of the variance
in GCI is predicted by the combination of
lfumnlly language and educational attamment
evels

+ 'The best two-variable model consnsted-of

Factor 1 (1.S) with the addition of Factor 2
(SES; R? = ,1035). The improvement in R?
due to SES is .0358; 10.35% of the variance
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Table 2 : o 7 )
Four- Fa(:{or Varimax Solution for the Family (‘ons{vllatwg and Scho?ﬁng Variables Related to
- Intellectual Performance of Mezican Amerccan Ch;ldreu {, o '
g Y y ra -
" Factor “ o
Variable ; ! 2 3 "4
Age of child ’ 046 ~-.030 -.008 333; -
. Sex of child ., . -.072 -014 083 R e
" Number of-children  ~ .. =161, J60 . 901 - 122,
Birth order of child -.126 144 931 - 076 -
Language of test administratioh 836 ~1656 ~,017 ~.003
Father present =060 * -.022 -016 -.317
. Schonhng of mother * »08 ;. =.)80 -,200 -.088
Country of mother's schao'mg- 868 | =140 -.008 -.139
Schooling of father BH5de ~.509 . -.244 ¢ .136
Country of father’s schooling J66 . <N, =301 - 052 211
. Language apoker in the home a67 4% =230 =001 ¢ 189
" Socinl position score : 47 o1 AR5 014
Social class level - 277 . . 869 145 -.014

a

Nnto Factar 1 = Janguage/schooling; Factor 2 = um foeconomiv status; Factor 4 - family size; Factor 4 - re- * )

aldual ’ q \

" in GCl is explamed by the first and second

factors, and 3.58% of. the vanqnce 8 uniguely .
explamed by SES.

The best three-variable model consisted
of the factors listed above with the addition
of Factor 3 (FS; R?=,1314). The improve-
ment in R?due to FS1is.0279; 13.14% of the
variance in GCI is explaingd by the three-
variable model, with 2.78% of the variance .
uniquely die to "Factor 3, family size and
birth order.

Table 3 )
Max R Improvement for Dependent Variable
General Cognitibe Index

A
‘The best four-variable model did not show
ﬁsbmﬁcant improvement over the best
-varigble motel.
A comparison of chiJdren from English-

speaking and Spanishi-speaking homes re- .

vealed a statistically slgmﬂcan difference
"on GCI performance in favor of the En-

glish-speaking children, ¢(188) = 4,13, p <

.0002, although it should be noted'that both
groups scored within the normal range. o'{
performance. The mean for English-
speaking cMldren was 100,06, with an SD of
13.62; the' meadn for Spamsh-speakmg chil-
dren was 91.74, with an SD of 12.88.

It is acknow]edged that differences in the

Best "Sighif- quality of preschool programs might affect
variable cance of the cognitive performance of children and
* model removing that a relationship could exist between the
factor R? F S | p< characteristids of families antt the types of
= ~ preschools their children attend. Unfortu-
. 1variable .0677 = 13.66™ ags 0003 nately, no suitable data on program quality
) . -* 13.68 0008\ ére available, but careful inspection of de-
2 variable .1035 10.80 0001 .
“1s 1337 o003  scriptive data on a scheol-by-school basis
) , " SES 747 ooeg\ suggested that the small GCI differences
3variable .1314  9.38 000 across preschools were prlmarlly assocla},ed
é{"s 13-2? -88‘?3 with the vatiables constituting Factors 1 and
F§ 596  ..0165 2. The sample size did not perprit a formal :
4 svafiable 1318  17.01 C 0001, < subdnalyms across schools.
i - S B+ B B ce
= LS 458 00656 i i
s FS e Con. 1 oen . Discussian, :
R"“‘“" 06 8187 The single most powerful predictor of
Note. LS = language/schooling; SES = socioeconomic memﬂ.l perfor mance was a language/
- status; FS » family size. schooling factor consisting of the language
", P ’\' p - .
° ¢ &
L ‘ 10 /
: e ’ '
. - ) ‘

N
i
)



h S

.. : . ) .y ' . ] Lo
of the home, the language in which the test educated counterparts. The kinds of

“of the SES factor in the present research was and 5% of the variance in meatal capability,

. formal schooling than their counterparts in  tioning. The present results suggest that

. R . : . .
- " 1]
2 L. IS
2. . ’ ™
1 . I
+ ' *
- L ]

’ . ' -100- -
FAMILY CONSTELLATION AND SCHOOLING . ' 520

was administered, the level of educational knowledge dad skil's valugd in school culture

.attainmhent of the mother and father, and thie are reflected in intellectu measuyres such as o .
- country where the parents were educated. the MSCA. This interpretation is consis- - ot

This relationship indicated that the most tent with Laosa’s research indicating that -

“competent children weré those who came apparent ethniedifferences in the mother/

from jromes in which the dominant language - child interaction styles of Mexican American ~~ =~

was English,. who were tested in English and Anglo American mothers are®largely N
rather thah Spanish, whc e parents were attributabl- to differences in the level of . °

educated in the United States rather than ‘formal education attained by the mothers. - _

Mexico, and whose paréhts had attdinedthe:  In the present study, the amount of veri-. . v - e
highést levels of formal education aicng ance accounted for by predictor variables ' = . -
those represented in the sample, ) increased to 13.1% when’a factor that in- . .

The best two-factor model combined data  cluded family size and birth order (FS) was
on gocioeconomic status with the language/ gdded to the analysis. This clearly separate -
schpoling factor. Although the SES factor - and conceptually distinct factor added 2.8% *
does include information on thgeducational  to the variance explained in performance on y
level of the fumily, it was clearly distinct theGCL "~ . - ! _
frofinthe others, suggesting-that the.occu~ It seems clear from these results that the
pational component may not be highly cor- family configuration variables of family size
related with education and thhat the occu: and birth order contribute a small but dis-

* pational scores'may be serving to €eparate ti’fct proportion of the variance in intellec- ) .

this factor fwm'ﬁhe'other factors. ‘This .tual performance among this sample of
would be conzistent wjth Laosa’s (in press) chiidren. “The proportion of variance ex:
finding’of loweg correlations between occu- * plained by family size.and birth order in the
pational status and educational attainment_ present study is consistent with the results .
for Megican American families in Los An-  of a numoer ofistudies (e.g., Grotevant et al., .
geles, as’compared with Anglo American. 1977; Page & Grandon, 1979) reporting that
famillés in the same area. The contribution thuse variables dccounted for hetween 1%

\ A

undou}:tedly’ limited by a.restriction in °~ with tife mode being about 2%.
range. All of the families>weré relatively ¢ The separation of socioeconomic status

" poor, bt thefe appeared to be two basic * from variables that clustered together i a

kindgof families witith a populationthat is language/schooling factor in the analysis .
oftep/considered.quite homogeneous. <Inone. conducted for the present investigation are o
type of family the parents were sghooléd in, %f parficular interest and potential impor-

*México, generally spoke Spanish at home, tance for attempts to clarify the relationship .3

and had a relatively limited degree of formal of family environmental variables to inidl-
education. ‘The second tyne of family en- lectual.performance. Socigeconomic status

vironment was one in which the parents and cultural variables are often confounded

usually spoke English, had been educatéd in  in studies attempting to identify eny iron-
the United States,and had completed more  mental eontributions to intellectual fanc-

the first type of family. I'he pattern of re-  although socioeconomic status characteris-

* lationships between family variables and tics did contribute to variation in intellectual

intellectual performance was such that the performance, that contribution was rela-
thildren from the setond: type of family tivelyindependent of a set of environment4l

achieved at a higher level than children from . influences thut may be attributable to cul- .
families displaying the first of these clusters tural lifferences or modernization influ- , -
of characteristics. . ‘ ences. Laosa (1981) has noted an increasing - "\

It appearsithat pparents who have béen participat‘idn of Mexican Americéanh women 6 -
educated jn the United States and who have in education, aud he sées this trend as part i
relatively higher levels of education may be of a process of cultural change that Lgvine - .
transmitting to their children more of the (Note 3) has called “moternization.” .Laocea - g ’
culture of the school ‘than their Mexi¢o- ‘speculates that tHis modernization process ‘ ¥

‘ - o / ) . \‘.‘ . ' - “" » ’
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may sc.cve to reduce or eliminate existing
diffe *2-..~8 in interaction patterns of Anglo
Amerigs n and Chicano families. Given the
inherer.t volinearity of location and level of
formal education in the data for the present
study, the analysis of individual variables
does not make it possible to disentangle the
posaible influences of cultural loading in the
test items versus the effects of moderniza-
tion. This remains an important subject for
future study.

This research adds to a growing body of
studies (Belmont, Stein, & Zybert, 1978;
Davis et al,, 1977; Grotevant et al., 1977;
Melican & Feldt, 1980; Nuttall, Nuttall,
Polit, & Hunter, 1976; Rankin, Gaite, &
Heiry, 1972; Velandia et al., 1978) that have
failed to provide suhstantial support for the
confluence model proposed by Zajonc and

‘Markus {1975). That theseinvestigations

have not confirmed the large contribution of
birth order, spacing, and family size to in-
tellectual performance should not be sur-
prising when one considers the nature of
Zajonc and Markus’s analysis, their sample,
and the dependent measure used in their
original test of the confluence model. First,
Grotevant et al. (1977) have criticized the -
confluence model by arguing that aggregated
data minimice or ignore the study of be-
tween- and within-groups sources of variance
that might help explain individual differ-..
ences in intellectual performance. Zajonc

and Markus (1975) have claimed that birth ,

order and spacing accounts for most of the
variance in intellectual ' performance.
However, when aggregated data are used, the

sources of variance- between and within
. families for a population are largely unde-

tected. Page ~1d Grandon (1979) have
pointed out that analyses leading to indi-
vidual predictions are generally of greater
interest to psychoingists and educators than
predictions for aggregated groups. Secorid, .
the Dtch samp’e employed by Zajonc and
Markus 'n the ’evilopment of the"con-
fluence mou:! wr.s decidedly atypical, con-
sisting of subjecit who were in utero at the
time of a severe {. :vine in HoHand, which
required pregnant raothers to subsist on 450
calories or less per day (Belmont & Marolla,
1973). Given the atypical nature of this

‘sample, a number of plausible rival hy-

109

potheses might explain the results obtained
by Zajonc and ‘Markus. For example, a
“selective survival” hypothesis is advanced
by Stein, Susser, Saenger, and Marolla
(1972). 1t is possible that the survivors of
the famine might have been selected from
fetugses unimpaired from the shock of ma-

ternal starvatinn. In essence, the exposed:

fetus either survived unimpaired or died.

Finally, the modified version of the Raven
Progressive Matrices that served asthe de-
pendent measure on which the Zajonc and
Markus conclusions were based is suspect.
The reduction in the number of items and
raw score transformations into six classifi-
cations called “class scores” raises concerns
about validity and the loss of discrimination
in transforming raw scores to *“‘class” (in-
terval) scores.

The finding in the present study that

children who performed best on the GCI - -

were those from homes in which English was
the preferred language should not be taken
to suggest that limited and non-English-
speaking Mexican American children should
be immersed in English language training

.programs. The present data are descriptive

only, and, of course, correlational findings do
not indicate causality. The question of what
educational programs would be most effec-
tive for children from the backgrounds in-

vestigated in this study is an important topic .

for other investigations, but the present data
shed no light on that issue. '

Since cultural groups vary in their atti-
tudes toward family size, the policy impli-
cations of data. conforming to the confluence
model are unclear. There would be difficult
ethical ramifications for any public policy
aimed at changing the value orientations of
particular ethnic groups. Furthermore,
there is evidence that the relationship be-
tween family size, and mental test perfor.
mance may be nonlinear in nqn-Western

societiés in which large families are highly .

valued (Rankin et al., 1979), or where ex-
ternal influences, such as schooling, may
change traditional patterns of influence
within the family context (Davis et al., 1977).
With a Samoan sample, Rankin and his as-
sociates (Rankin et al., 1979) found that the
relationship between family size and intel-
lectual level was neither negative nor l‘inear.
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In Samoan culture the most intellectually
competent children were from families near
the mean size valued within the culture (M
- 6046)' .

The relationship between the schooling of
parents and the intellectual functioning of
their children suggests that public policy can
do something concrete to exert a positive
influence on the intellectual performance of

R

children from culturally diverse back- .

grounds. It seems increasingly clear that the
effects of schooling may be more important
than some interpreiations of the effects of
schooling have suggested. Cross-cultural
data on schooling and cognition (Greenfield,
1978; Stevenson, Parker, Wilkinson, Bon-
nevaux, & Gonzales, 1978) indicates that
formal education has an important effect on
the development of cognitive skills, even if
it does not equalize those skills across dif-
ferent populations. The present research
suggests that the results of education are
passed on by parents to their children. We
interpret the present results to suggest that
skills and concepts that are implicit in school
culture, and in the content of mental tests,
may be passed on to children in proportion
to the parents’ own exposure to the culture
of the schools. This does not necessarily
imply that ethnic groups must give up the
values of their own culture in order to do
this. Some research (cf., Henderson & Mer-
ritt, 1968) has -suggested that Mexican
American fan..\ies who participated most in
activities of the mainstream culture also
evidenced the highest levels of participation
in the activities of the Mexican culture.
Firally, it should be noted that a number
of studies (cf., Schooler, 1972; Page &
Grandon, 1979) have demonstrated that the
apparent relationship between family size
and mental test performance of children is
better explained as a function of socioeco-
nomic status than family size. In the
present inyestigation separate factors were
identified for social class and a language/
schooling constellation of variables that
seemed to characterize cultural variations
within the sample. Future investigations of
the specific environmental processes that
characterize these differences are needed to
identify the specific environmental learning
experiences that are associated with the
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more general language and schooling vari- -

ables used in this study.
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One reading that was to have been appended to this
module was not yet published at the time of this printing.
It is "E€chool, Occupation, Culture, and Family: The Im-
pact of Parental Schooling on the Parent-Child Relationéhip“

by Luis M. Laosa, Journal of Educational Psychology, 1982
(December), 74(6).
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